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ABSTRACT 
This ethnographic research project was designed as a first step for exploring the 
development of teachers in holistic education who were learning action research as a means 
for inquiry into their own holistic practices. Action research is a methodology for 
systematically learning about one's chosen profession where the researcher is the researched 
and the observer is the observed. Holistic education is an approach to teaching that involves 
learning in relationship with each child, about the nuances of the whole child while 
simultaneously learning about oneself in relationship to the child and to the world. 
Combining these two fields of action research and holistic education, this study describes the 
experiences and viewpoints of teachers as they developed practical skills with action research 
for applying it in their elementary school classrooms. It is a case study of a teacher 
development program where teachers are engaged with self-development concurrently as 
they learn to use action research. 
Overall, the findings of this research indicate: (1) different kinds of knowing and 
learning are valued by holistic educators, including academic as well as tacit knowing (2) 
there are circumstances in which action research can lead to useful insights for teachers who 
are interested in developing their knowledge of and about holistic education, and (3) external 
and internal factors, such as the economic stability of the school as well as each participant's 
relationship to fear, mediated what and how teachers were able to learn from the program 
being studied. The thick descriptions in this case report were developed so that others can 
make judgments for themselves about their own situation with respect to the significance of 
action research for holistic schools that push the boundaries of teachers' pedagogic comfort 
levels. This study also offers practical implications that could be useful for any school or 
group of teachers attempting to implement more holistic approaches to education in a culture 
that often seems to be moving in the opposite direction. 
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CHAPTER 1. INTRODUCTION 
Kent moved forward as he spoke to all the women teachers, and stepped back as he 
spoke to the men. He praised the women, smiled at them, while responding sternly to the 
men. Verbally and non-verb ally, all the signs of differential treatment were clearly there. We 
were all observing, we all took notes, and the situation was discussed. No one noticed this 
intended pattern. For helping teachers learn about observation, the scene was recorded on 
video. Next, we watched the video, we took notes, noticed more, discussed again how this 
teacher educator was being in relation to the learners—five teachers, a school principal, and 
myself an ethnographic researcher. Still, no one noticed the trick that Kent had intentionally 
played. When he told us, one could not help but feel a bit chagrined, but the lesson was clear. 
All of us trained in education and teaching, raised in a society where supposedly we are 
becoming more aware of how the sexes are treated differently, yet, not one of us noticed this 
pattern, and in the midst of a lesson on making classroom observations. Not even I, as the 
researcher of this teacher development program, was aware of it even after having observed 
the exercise with another group of teachers six months earlier. To make us feel better, Kent 
explained that no one has ever noticed—whenever he has done this exercise. 
How do teachers develop observational skills, to notice what is not normally noticed 
about their own teaching, to see what has not yet been seen, to regard the situation more 
carefully and become aware of the patterns of which they are a part? How do teachers learn 
about their own teaching and their own learning? These are important questions for 
classroom teachers, and especially important for those wishing to develop themselves as 
holistic educators. These are the kinds of questions being explored in this case study. 
The Story of New Teachers at a Holistic School 
This case report is about a group of elementary school teachers who had recently been 
hired as the initial teaching staff at Educaré Elementary School, a "school on the edge"— 
attempting to be pedagogically different, more student-centered, more holistic. In terms of its 
enrollment, the school had attracted a small yet diverse group of students, whose families had 
a variety of academic and "holistic" expectations for their children. Politically, it was situated 
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in a rural county with tensions between liberal democrats, conservative landowners, and a 
fair share of "Greens" now on the scene. Organizationally, it was part of a small non-profit 
umbrella organization that was trying to push the boundaries of "systems-thinking" and 
"learning organizations." The larger organization will be called The Educaré Center, using 
the abbreviation "TEC" to distinguish this broader level of organizational structure from the 
Educaré school that was within it. Financially, TEC was also pushing the envelope of 
economic feasibility, wanting to give its students and staff "the best" (to support them 
developmentally) in a time of great national economic uncertainty, as it had unknowingly 
started its new school at the brink of the 9/11 tragedy. Even geographically, it was "on the 
edge"—in the foothills of a large mountain range, about one hour from the nearest urban 
area, and 15 to 25 minutes from two smaller towns with a nearby rural population that totaled 
around 70,000 for that part of the county. 
The purpose of this case report was to document and investigate the claims, concerns 
and issues of participants in a program for learning more about their own holistic approaches 
to education. The particulars of this new school and how its teachers approached learning 
through an action research program for teacher development are explored through the 
remainder of this report. An important fact of this study, however, is that the school and its 
teacher development program at this location were ended in December 2002, when TEC's 
Board of Directors decided that an urban location would be a more appropriate setting for 
such an endeavor. Despite its unexpected ending, since Educaré Elementary had been 
especially concerned with teacher learning as a central aspect of its school's goals, this case 
reveals viewpoints and issues that may be of value to others who will inevitably cross similar 
terrain. 
Teacher Development Program Being Investigated 
The teacher development program that served as the focus for this study was an in-
service program entitled "Action Research for Holistic Education," and was originally 
developed for reaching teachers in more mainstream settings. The program facilitator Kent 
Carl provided teachers enrolled in the program with ongoing support through workshops and 
individual tutorials for helping them learn to use action research in their classrooms. What set 
this program apart from others was its special attention to holistic education. In addition, the 
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program was accredited through a private college, providing credits toward teaching 
credentials to any participant who needed or wanted them. 
Although I became Kent's assistant in May 2001,1 was never involved with the 
development of program content or choices related to its facilitation. Thus, I could view the 
program from an emic perspective in some ways, while remaining distant enough to see how 
it unfolded for the ten full-time teachers to whom it was introduced, the five who were 
presented a full week-long workshop about it, and the three who really gave it a try. 
Significance of the Research 
An important theme revealed throughout this case report relates to the nature of 
learning itself. What is important, for holistic education, is not simply the details of what 
teachers saw about their learning but also the fundamental nature of their learning. For 
example, there is knowledge "about a school," which anyone inside or outside of a school 
can collect, but then there is also knowledge "of a school" which must be experienced and 
understood directly. These are two qualitatively different types of knowledge that become 
significant to the interpretations and findings of this case report. An example that seems most 
easily understood by those not acquainted with holistic education is the difference between 
knowing about love and knowing of love. One can know "about love" by reading about the 
physiology of being in love, its anthropological and sociological implications, the fictional 
and non-fictional stories about love, and really know about love completely without ever 
having known of love. Another person can never have studied or read any of the great works 
about love but has experienced love in all its magnificence. These are two different kinds of 
knowing, each important in their own ways, yet each seeming to have little or no direct 
dependence upon one another. 
One type of knowledge, which I shall call "accumulated knowledge," is acquired 
knowingly. In other words, one is aware of the fact of learning math, developing reading 
skills, acquiring social skills, learning a new dance step, or even the process of developing 
more business know-how. The other type of knowledge, which I shall call "tacit knowledge," 
is unknowingly acquired, and some might even say that it is acquired outside of time because 
it may be learned quickly or take many years, but the time involved seems unrelated to the 
quality of the learning. Sometimes, the acquisition of tacit knowledge develops gradually so 
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that one is not aware of its being integrated with one's learning, and at other times tacit 
knowledge may be like something "dawning" on a person, a realization, or a sudden 
perception of which one is immediately aware, but about which it is still difficult, if not 
impossible, to describe with words. 
It is also important to understand that these two types of knowledge are not dependent 
on one another. For example, there is no way of using one's accumulated knowledge about 
love to gain tacit knowledge of love (even if some self-help books would like us to think 
there is). Conversely, the conceptual benefits of an accumulated knowledge about love 
cannot be found through the tacit knowing o/love. One does not necessarily lead to the other, 
yet each is essential in its own way to human life. Accumulated knowledge is an important 
body of information, skills, and processes that allow us to describe or express ourselves in 
the world as we know it—to learn about history and its consequences, to learn how to paint, 
to sing a song, to make projections into the future by studying statistics so that we can 
become aware of critical issues such as population growth or to discover new medicines, to 
communicate explicitly with one another. Tacit knowledge is equally important, only in a 
different way, as it relates not so much to our expressions within the world as to our being in 
the world: our capacities to find meaning, to relate with oneself and others, to know of 
nature, or to be aware of the sacred. 
The understanding of "tacit knowledge" that evolved from this study seems to parallel 
quite closely with Michael Polanyi's philosophical writings (Polanyi, 1966), which first 
delineated and described the nature of "tacit knowing" and its importance (as discussed in 
Chapter 3, pages 58-62). In addition, this inquiry into different types of knowing corresponds 
with what is known as "competence-based" knowledge (Bernstein, 1996; Forbes, 2003 in 
press), which is not often explored in formal education practices, but which is considered an 
essential aspect of holistic education that is distinct from traditional education (discussed in 
Chapter 4, pages 71-73). In many ways, this study serves as an inquiry into the learning-in-
practice of holistic educators as it relates to different kinds of knowing. Therefore, there are 
some aspects of "tacit knowledge" (and its distinction and relationship to "accumulated 
knowledge") that will remain unresolved in the telling of this case. However, the case report 
is designed to serve as a stepping stone for future inquiries of this nature. 
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Related to these issues, and contrary to the claims of some critics, holistic education 
is not a relativist approach to education. Knowledge is still considered to exist independently 
of individual learners (otherwise how could so many people come to such similar 
conclusions across times and cultures about the nature of being human?); however, the nature 
of how knowledge is acquired is viewed as fundamentally different for holistic education 
because different kinds of knowledge need to be acquired differently. Most holistic educators 
would agree that there is accumulated knowledge that needs to be acquired (with differing 
opinions as to what exactly that includes); however, what makes them holistic educators is an 
agreement about another type of learning that can neither be measured nor taught but which 
is essential to the development of human beings. This other type of learning is the 
acquisition, or development, of tacit knowledge. While there are many forms of tacit 
knowledge that humans develop (such as the balancing competence of learning to ride a 
bicycle, or linguistic competence), holistic education is especially concerned with tacit 
knowledge that is associated with primary values such as the learning of compassion, 
integrity, or resilience. Although tacit knowledge cannot be taught, it can be learned, and 
according to holistic educators, its learning appears to relate with the quality of one's 
relationships with oneself, with others, and with the world in which one lives. 
Developing a better understanding of tacit knowledge is important, especially for 
holistic education, because the writings of most holistic educators (or many who claim to be 
educating for the whole child) continue to confuse the nature of this knowledge with 
accumulated knowledge. The confusions can be seen when learning about environmental 
studies or about equality is done to the detriment of students' learning of nature or of 
democracy. Further confusion can be found in discussions of methodologies. For 
accumulated knowledge, teachers can develop ideas about how to present that type of 
knowledge, and how-to methods (or at least flexible teaching strategies) are logical and 
useful for each educator to consider in relation to the content and the students with whom 
they are working. For tacit knowledge, it is a nonsensical question to ask, for example, "How 
do I teach students to be aware of their values?" as if awareness could be taught. This is not 
unlike the assumption that if you just practice meditation "enough," that it will lead to 
enlightenment or "greater" wholeness. There are many false assumptions within the field of 
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holistic education; even so-called "leading-edge" work in holistic education sometimes fails 
to acknowledge the essential differences between the nature of accumulated knowledge and 
the nature of tacit knowledge. 
To date, there exist few roadmaps into the holistic practices of modern classroom 
teachers. Although holistic education claims that teacher learning is a significant aspect of 
what and how students learn, I have found little research to indicate what, when, why, or how 
teachers learn of or about their holistic practices. For that matter, few teacher development 
programs appear to be attentive to the tacit knowledge of holistic educators; it is ever rare to 
find a program claiming to be holistic in its general approaches to teaching teachers. While 
there are numerous discussions and reflections about the value of holistic education and 
related topics, as well as several networks within the field (including groups within 
mainstream organizations), little has been done in terms of documenting formal research in 
recent decades. Johann Pestalozzi and Friedrich Froebel documented much of their early 
research with children in the late eighteenth and early nineteenth century, which was later to 
be called "holistic" (Miller, 1997), followed by Maria Montessori's studies early in the 
twentieth century. There were also studies in the twentieth century by educators following in 
the footsteps of humanistic psychologists that showed the effectiveness and reasoning behind 
educational approaches based on principles of humanistic psychology (Rogers & Freiberg, 
1994). For the most part, however, holistic education has only recently begun to be defined 
as a field with discussions still ongoing as to what exactly it encompasses. 
Teacher development is particularly important to holistic education because of the 
number of holistic schools (as well as progressive schools with holistic elements) that are 
continually seeking teachers with more experience and understanding of the field as noted by 
organizations that support educational alternatives1. While I have found no formal study to 
indicate it, it often appears that there are more schools and visionaries prepared to start 
schools than there are holistic educators to fill them. Unlike traditional education, which 
often suffers from a similar dilemma regarding a shortage of teachers, there are no colleges 
1 The growing need for teachers with backgrounds that are oriented more toward holistic and progressive 
education can be noted within publications such as The Education Revolution (www.EducationRevolution.org), 
the National Coalition of Alternative Community Schools Newsletter (www.NCACS.org), as well as much 
personal correspondence and networking from my work with Paths of Learning (www.PathsofLearning.net). 
7 
of education in the United States that prepare students for work in holistic approaches to 
teaching. I once asked a teacher educator who understood the need to get away from 
standards-based and performance-based curricula, why she continued to focus on it, and her 
reply was that she had to prepare teachers for the kinds of jobs that they were likely to face. I 
would contend, however, that if we are to change education in ways that give greater 
attention to the wholeness of children, we need development programs for holistic education, 
or at least programs that provide some introduction for teachers about the subtleties and 
paradigmatic differences between traditional and holistic approaches. 
Therefore, this research is significant because it begins to create more detailed maps 
into the viewpoints and learning of classroom teachers who are focused especially on holistic 
practices using the professional development tool of action research. By looking into modern 
teachers' claims, concerns, and issues with respect to a program within this field, we can be 
more cognizant of the issues involved with creating programs that address their perceived 
learning needs. In addition, by examining the themes and issues related to the development of 
teachers' tacit knowledge, clues are provided into the nature of teachers' learning within 
holistic education. 
Furthermore, within holistic and radical education movements, it appears that there 
have been more schools and programs that have closed over the past few decades than have 
remained open (Miller, 2002). As such, it is important that we begin to document what 
impact these short-lived experiences are having on teachers, to determine whether there may 
be aspects of teacher learning that are impacting the life of the school and visa versa. 
Finally, based on the premise that the acquisition of tacit knowledge occurs in 
relationship to a teacher's self development, it could be postulated that holistic education can 
only expand within schools and programs that can support teachers' personal growth and 
professional development. Thus, we need to understand the nature of experience as well as 
the nature of perspectives within such programs as teachers engage in life-long learning to 
develop the elusive and personal qualities necessary for facilitating holistic education. 
Through an ethnographic case study, this report provides documentation about the use of 
action research as one means for supporting teacher development within holistic education. 
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Summary of Research Questions and Methods 
In accordance with postmodern qualitative designs, specific research questions were 
not identified during the initial stages of research, but emerged from the early phases, and 
some later phases, of the study itself. The final questions that are answered in the 
development of this case report are: 
1. Can action research assist classroom teachers in their holistic approaches to teaching? 
If so, how? 
2. Is a holistic educator's tacit knowledge of teaching impacted by the use of action 
research? If so, how? 
3. What are the external and internal factors that challenge and/or support teachers' 
abilities to engage in action research? 
4. Does this experience of trying to understand this particular program (with these 
particular teachers at this particular school) allow us to have insights into a 
relationship or potential relationship between action research and holistic education? 
In addressing these research questions, this study utilized several research methodologies that 
were engaged simultaneously. Combining Fourth Generation program evaluation methods 
(Guba & Lincoln, 1989) with general ethnographic interviews (Kvale, 1996), this study was 
developed concurrently as teachers conducted action research within their classrooms. These 
overlapping methodologies provided an extra lens for triangulating interpretations about the 
action research process. This study was also designed to be empowering for the research 
participants because to study action research in a manner that makes the participants into the 
objects of study, whether by intention or not, would be negligent and insensitive to the 
principles being represented by the study. 
Historically, however, such objectifying of teachers has been the norm rather than the 
exception in educational research. Cochran-Smith and Lytle write: 
For much of the 50-year history of research on teaching, teachers and their 
work have been the topics of study. They have been the researched rather 
than the researchers. As subjects of research conducted by university-based 
scholars, teachers have been in effect the objects of study. .. .Although 
teachers have been regarded as decision makers in their own classrooms, they 
have rarely been included in decisions about research as knowledge 
generation (Cochran-Smith & Lytle, 1993, 1). 
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In response to this concern about teachers as the generators of knowledge, this case report 
was developed collaboratively with the action research program director, the school 
principals, the participating teachers, and myself as the researcher. 
This study crisscrosses the terrain of ethnographic research, including many elements 
of "phenomenological research" (van Manen, 1990). With regard to phenomenology, it is 
especially oriented toward reflecting on essential themes, examining both the appearance 
(things of the participants' experiences) and essence (that which grounded the things of 
experience), as well as giving attention to the balance of the research context by considering 
both the parts and the whole. As it was through my own experiences (of the school and of 
learning about the teachers' experiences) that I began to make more complete interpretations 
about the themes of the action research program being studied, I also found it necessary to 
crisscross the various categories of narrative conventions for describing social reality (Van 
Maanen, 1988). Although readers may be able to identify "realist," "confessional," or 
"impressionist" elements within this writing, it does not fit nicely into any single category. 
Unlike the "realist tales," I do not attempt to be "absent" from the telling of this story; 
however, this account resembles a realist tale in that details are not randomly organized but 
are put together to illustrate certain points and issues that seemed important to the research 
questions, with a particular focus on accounts by teachers and other research participants 
about the program in which they were engaged. Like the "confessional tales," there is 
certainly a level of "personalized authority" that I bring to this narrative showing some 
intimacy and my personal character as I tell the story; however, the story of my own 
development and perspectives as a researcher was a more elaborate set of journal writings not 
included in this study. Perhaps most similar to the "impressionist tales," this study involves a 
certain "braiding" of the "knower and the known" (Van Maanen, 1988, 102); however, 
unlike impressionist tales, I rely a great deal on more than "dramatic recall" or "remembered 
events" in the narrative of this research. 
Rationale for Organizing Chapters 
Each chapter in this case report examines a different aspect of why or how this 
research may be of significance. This first chapter answers "why?" in the context of "What 
was the research about?" in the most general terms. Then, Chapter 2 locates the research in 
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terms of its setting and participants, thereby addressing the "where" and "who" questions that 
give the story significance. From an understanding of who the research participants were, the 
question of how they were engaged in this research is more easily addressed in Chapter 3 
with details about the methods used, the timing of interviews, and ethical issues that had to 
be considered. Together, the issues covered in Chapters 2 and 3 give the necessary context 
for considering the validity of this study, and the extent to which the "findings" may be 
useful in other settings. 
Chapters 4 and 5 provide the descriptions and analysis for addressing the first two 
research questions with a summary of the program itself and the teachers' perspectives of 
learning about and within action research, including analysis of the tacit knowledge that 
some teachers appeared to be acquiring as well. Taking Harry Wolcott's advice for novice 
researchers (Wolcott, 1994), I tried to err on the side of description rather than over-analysis. 
Then, Chapter 6 steps back from the program issues to examine the third research question 
from the fuller context of school development and the circumstances, fears, and relationships 
that came together for this case at this particular school. While I downplay opinions and 
personalities as much as possible as they seemed only to muddle rather than to clarify, there 
are times when distinctions blur between opinions and understandings, as well as between 
relationships and personalities. Plus, it needs to be acknowledged that "muddledness" (or 
lack of clarity) was part of many participants' views, including my own at times. 
Chapter 7 is the literature review, the core of which I did ahead of time, though many 
resources were identified as I went along and others afterwards in relationship to unfolding 
themes. This chapter addresses "why is this study important" in the context of an historical, 
philosophical, and contextual background for the study to shed light on the fourth research 
question. By showing history and research in related fields, the intent is to illustrate more 
clearly what this study contributes that was not already known. I put this chapter toward the 
end, rather than the beginning, because it seemed that this case report would be more 
informative as well as engaging for readers by focusing first on the experiential stories of the 
participants. Also for qualitative research, even if it is not yet the norm for dissertations, it 
makes sense to know the literature ahead of time and then to allow the stories to shape the 
aspects of the literature that need to be highlighted, so that the past informs the present but 
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does not dictate it. In addition, I am intentionally challenging the academic norm of readers' 
who are used to knowing more of the "background details" ahead of time. Like learning 
within life, there may be some value in writing that forces readers to be more attentive to the 
events of the story without knowing the full intellectual terrain ahead of time. 
Finally, Chapter 8 presents a summary of this case study and its findings. When 
viewed through the analytical and interpretive lenses of this case report, it appears that this 
action research program facilitated the learning of holistic education for some participants, 
but not for others. The teachers' learning about and of action research, as well as their 
learning about and of holistic education, was particularly influenced by their own 
motivations to learn, the fears that imbued the context of the school, and the nature of their 
relationship with the facilitator. While these influences are in keeping with many 
understandings already developed within holistic education, they provide more depth for 
seeing into the benefits and limitations of action research for holistic education. 
Research, like learning, weaves together the means with the ends, and often, for the 
most important questions, there are no final endings. The process and the product are not 
separate, and any attempt to separate them is at best superficial. Yet, for the purposes of 
reporting it appears that Chapters 2 and 3 (the who and the how) are separate from Chapters 
4, 5, and 6 (the stories and analysis), which are separate from Chapters 7 and 8 (the historical 
context and conclusions). Nonetheless, I have attempted to give each chapter some 
completeness unto itself, while at the same time integrating it into the larger whole of the 
study. In this way, this writing has mirrored, in a very simple fashion, one of the most basic 
principles of holism in that the whole is more than the sum of its parts, while each part can be 
viewed as its own whole (Bohm, 1995; Capra, 1996). 
Interpretive Limitations 
An important limitation to note in any qualitative case research is that as {he 
researcher, I have been the tool and filter through which all data was collected, just as the 
teacher/researchers were filters for their action research projects. While I will discuss this 
further in the methods chapter, it is especially important to admit biases and interpretive 
leanings in favor of holistic approaches to education. Prior to beginning this study, I had 
read, experienced, and observed enough in this field to understand the potential value that 
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such approaches could create in the lives of children. Likewise, the teachers for this study 
were all selected for work at Educaré Elementary due in part to their diverse experiences, 
which had led them to similar philosophical leanings. 
There was more than once in this study when I found it difficult to remain neutral, 
feeling disappointed by the lack of rigor and commitment sometimes displayed by teachers, 
the lack of guidance sometimes given by the program facilitator, and the lack of openness 
and patience on the part of school parents. Many a time was I equally critical with myself, 
condemning myself for not being more sensitive with participants or for not having the 
insight in the moment to ask follow-up questions that later became obvious. Within these 
struggles to set aside judgment, I have created a story that seems to make the most sense 
given the characters and plots that emerged from the perspective of myself as the narrator. 
Another limitation that impacted this study was the issue of confidentiality and how it 
was valued at the school. There were many interactions that happened among teachers, or 
among program directors, or between different members of the school community that were 
used by participants to make interpretations when speaking with me, and it was my job to 
often interpret interpretations without knowing all the details. I rarely maintained the illusion 
that I was in the "in-circle" for knowing what was happening at the school, and in fact, as far 
as I could tell, there was no "in-circle." People often did not tell others about personal 
interactions because it would be a form of gossip that impacts relationships in ways that are 
not healthy. It was like this implicit understanding among participants in this case that one 
person's interpretations were one person's interpretations, and some participants did not 
make a point to describe in more detail what actually happened unless I asked. Sometimes, I 
did not know enough to ask (or I knew enough not to ask!), and at other times I assumed that 
"descriptive details" conveyed within interpretations were "facts" to only later discover that 
even so-called "facts" can be interpreted in very peculiar ways. When I would later learn 
more of the details, it often required me to re-evaluate my own interpretations. Related to 
this, there were many details about the school to which I was privy, but which must remain 
confidential for this study. Just as the participants did with me, so too am I doing with the 
readers: sharing only those details that seem most relevant to this case study based on my 
own interpretations. 
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With these limitations in mind, one of the authors to be referenced throughout this 
case report pointed toward the limitations of the intellect and its nature for understanding the 
whole of education: 
All theories and ideologies are in themselves partial and when scientists, 
technicians and so-called philosophers dominate our society, our morals -
and so our daily lives - then we are never faced with the realities of what is 
actually going on... The intellect - thought - is always comparing, 
evaluating, competing, imitating; so we become conforming, second hand 
human beings. The intellect has given enormous benefits to mankind but it 
has also brought about great destruction. It has cultivated the arts of war but 
is incapable of wiping away the barriers between human beings. Anxiety is 
part of the nature of the intellect, as is hurt, for the intellect, which is thought, 
creates the image which is then capable of being hurt. (Krishnamurti, 1981, 
112-113) 
According to Krishnamurti, it is our own ideologies, thoughts, and the intellect itself that 
dominate society and prevent us from seeing the "reality" of what is going on around us. 
When holistic educators and philosophers like Krishnamurti question the function of the 
intellect, it is not to diminish its value, but to put into the perspective how we come to know 
what we know (or what we think we know), and what are the limitations of that knowledge 
for educators. Knowing the limitations of our own knowledge is not merely a question for 
philosophers, but a question that penetrates deeply into what educators are able to educate 
for. The "intellect" is generally considered to be knowledge as the collection of information 
or the construction of concepts, and the ability to manipulate both. Traditionally, the seeing 
of beauty and the seeing of truth (and certainly other activities of essence and meaning) lie 
outside of the intellect. Yet, as so many cultures have expressed, what makes life most 
meaningful lies within this domain that is outside of the intellect, and therefore outside of 
knowledge and outside of concepts. Education that confines itself to developing the intellect 
relegates to a position of insignificance that which makes life most meaningful. 
By trying to get at the teachers' learning of different kinds of knowledge, including 
tacit knowledge, this research looks into aspects of learning that are non-intellectual. This 
does not imply any direct inquiry into bodily-kinesthetic, musical, or emotional intelligence 
(and so forth), which are some forms that knowledge can take, but rather this implies an 
inquiry into a different way of perceiving knowing itself. As such, this dissertation puts into 
question what it means to educate for "wholeness." If a teacher is to educate "the whole 
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child," then the teacher must also be educated similarly, which implies an education for one's 
social, emotional, and psychological well-being (and other domains depending on how one 
"divides the pie" of wholeness). To educate for these things and be educated for these things 
is to be aware (explicitly and tacitly) of more than multiple intelligences, learning styles, or 
even the social/emotional context of a student's life; it is to start from a premise that Michael 
Polanyi describes as "the fact that we can know more than we can tell" (Polanyi, 1966,4). 
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CHAPTER 2. THE SETTING AND THE PARTICIPANTS 
The participants, their location (or "place") within the broader social setting, and their 
relationships to one another are critical details for understanding the context of this study, 
how it happened as well as how it was framed. This chapter begins by describing issues that I 
faced in framing the boundaries of this case, which shows the broadest context for how I 
decided to study this program and its participants. That is followed by descriptions of the 
school setting, and then a brief summary of the participants themselves. This chapter also 
foreshadows themes to be explored throughout the rest of the chapters, including the 
uncertainty of the school's future, the vulnerability of teachers engaged with holistic 
education, and the significance of relationships and their impact on the teachers as well as on 
this study. 
Defining the Boundaries of this Case 
From early in this research, it became clear that case study research would serve well 
as a tool for exploring and developing an understanding of the research questions posed. 
There are a number of reasons that case study research is useful for exploring certain kinds of 
questions within education. Sharan Merriam, a qualitative researcher who has specialized in 
the development and understanding of case studies in education, has explained the value and 
use of case studies at length in many of her writings. In the revised edition of her original 
book that was entitled Case Study Research in Education, she writes: 
A case study design is employed to gain an in-depth understanding of the 
situation and meaning for those involved. The interest is in process rather 
than outcomes, in context rather than a specific variable, in discovery rather 
than confirmation. Insights gleaned from case studies can directly influence 
policy, practice, and future research (Merriam, 1998, 19). 
Although Merriam's focus was on process rather than outcomes, the nature of a case study 
can also be viewed as "both a process of inquiry about the case and the product of that 
inquiry" (Stake, 2000, 436). Historically, case studies have been used extensively in medical 
and law research, as well as for instruction, staff development, and management training. 
Increasingly, they have also been used widely within education (Chase, 1995; Comer, 1999; 
Merriam, 1998). Although similar education research may not call itself case study 
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(Goodman, 1992; Gregory, 1993; Henry, 1993) and others—especially in the field of 
educational alternatives—may not even use the label of research (Dhongchai & Dhongchai, 
1997; Greenberg, 1987; Mercogliano, 1997), they seem to reflect the general characteristics 
attributed to this type of research design. 
Expounding on the use of case study research in the field of education, Stake 
explains, "Case studies are of value for refining theory and suggesting complexities for 
further investigation, as well as helping to establish the limits of generalizability." He 
elaborates about how the vicarious experiences of readers created through the reporting of 
case studies can contribute beyond the advance of science to also be "a disciplined force in 
public policy setting and reflection on human experience" (Stake, 2000, 448). 
What distinguishes case study research is not its methodology but its focus on a single 
"bounded system." This particular research is bounded as a study of a program for teachers 
who engaged in learning action research; it is not a case study of the school, of the student, 
nor of the classroom, though these relationships and contexts were all important. Nor is it a 
study of teaching because that would lack the specificity to make it a single case. The 
program was selected as the primary unit of study due to the original focus questions about a 
program for teachers who are learning action research for furthering their holistic approach to 
teaching. The program's intentions and the practice of action research are carried out by 
teachers, and thus they are the primary research participants along with the program 
facilitator/director. 
It needs to be acknowledged that even though the study was bounded by the action 
research program, this does not infer that I intended to separate the actions and interactions of 
teachers from the students, the school, or the organization at large. Although I had originally 
anticipated the possible need to invite in students or even parents for interviewing, as well as 
doing classroom observations, I later came to see these as inappropriate for this initial level 
of inquiry. What would they really know about concerning the teachers' learning? They were 
interested in the students' learning, and this case was focused on the teachers' learning. Also, 
when one is learning within holistic education, one might say that there are "less visible" 
aspects to learning (with respect to tacit knowledge) that are not revealed clearly by any 
outward performance (see also page 72). Presuming that a teacher's learning may well 
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involve these "less visible" aspects of learning, only by consulting the learners (teachers) 
themselves might one have better indications concerning the acquisition of tacit knowledge. 
Therefore, this case was developed primarily from observations of two week-long program 
workshops in which five teachers participated, as well as interviews with these teachers about 
their perspectives of the program and applications of what they were learning. 
Within the context of a holistic and/or humanistic understanding of education, a 
teacher is someone who facilitates learning for students (Rogers, 1969). For case study 
research, this particularly broad view of a teacher raises questions of who the teacher is. That 
is, what is the "bounded system" of a "teacher" within the program being studied? If teaching 
is more than an expected role of instructing students in a classroom, then how can one 
determine, for example, where a teacher ends and a parent begins? How much of a teacher's 
non-school-related activities are pertinent to being a teacher? How much of a teacher's daily 
school activities, which are non-classroom-related (such as picking up mail, chatting with the 
school receptionist, or eating lunch), would be important to monitor? These kinds of 
questions about the more specific bounds of "being a teacher" were answered not so much 
"in collaboration" but as a result of obvious choices after I began to see the teachers daily 
when I took on the role of school receptionist in February 2002. At that time, I realized it 
would be an infringement upon the emotional safety that the teachers needed to do their jobs 
well if I were to collect data on any of the many details that I might notice in any given day. 
The teachers were already feeling pressured and judged by parents in their new roles as 
teachers at a holistic school; it did not seem right to add the pressure of this research to that. 
So, most of my school observations became informal impressions, which would help me to 
"paint a picture" of participants in the context of Educaré Elementary, but not to be used as 
formal data to analyze for addressing the research questions posed. 
In using a relational definition of teaching that links the "system" of being a teacher 
to students and their learning, the limits of "being a teacher" were, for this study, bounded by 
the direct relationships between each teacher and their current students. Of course, past 
students can impact a teacher's relationships in that current students may interact 
occasionally with a teacher's past students and a teacher may sometimes build upon or talk 
about past experiences. Likewise, activities such as a teacher's interactions with other 
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teachers and staff with whom their students interact also impact the teacher/student 
relationship, including a teacher's perceptions of what needs to be learned. While such 
indirect relationships based on past events may influence the teacher/student relationship, it 
was necessary to limit the scope of the case. 
Another trap that I tried to avoid was not to define "teacher" by its role, as that 
seemed it would encompass too many social and cultural expectations that I wanted to 
minimize. Parker Palmer describes a teacher as the mediator between the knower and the 
known, the "living link in the epistemology chain" who teaches a way of being in the world, 
a mode of relationship (Palmer, 1983, 29). Teacher development, then, could be considered 
far more than the learning of what a teacher does (the "role"); from a holistic perspective, it 
is integral with the emotional, social, ecological, spiritual, physical and intellectual aspects of 
living. Therefore, it was important to see each educator as clearly as possible without 
imposing my own notions of what teaching was. Thus, I began this research by defining the 
bounds of "being a teacher" as someone who is learning in relationship with a current 
student or with a group of students. 
Even within the literature on educational alternatives, "teachers as learners" is seldom 
the theme of cases (or stories) developed. Some of the most well-developed research in this 
field has focused on teachers as a part of a cultural community (Henry, 1993), as part of a 
democratic community in terms of participation and power relationships (Goodman, 1992), 
or has understandably focused on "the lives of children" (Dennison, 1969; Mercogliano, 
1997). While all of these works draw attention to the relational aspects of being a teacher (in 
varying capacities and contexts) and they mention the importance of teachers learning along 
side the students, they did not explicitly examine what it meant for teachers to be learners. In 
this respect, this case diverges from the research that has come before it by giving particular 
attention to teachers as learners within holistic education. This, of course, begets the 
question, "learners of what?" For now, let us say they were learners of themselves and of 
their teaching practices in relation to the students, to the school, and to the world; the 
particulars of what was learned will be explored in Chapters 4 and 5. 
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Locating the Research in Its Geography 
This research began formally in August 2001, in collaboration with two local schools 
that had decided to introduce the "Action Research for Holistic Education" program to their 
staff as part of efforts to encourage continual teacher development within more holistic 
approaches to education. Although both schools were small, private schools with about the 
same teacher:student ratio (1:4), the historical and contextual dynamics facing each school as 
well as their reasons for considering this program varied considerably. Nonetheless, they 
both shared a physical and social geography being located in rural Cascade County on 
opposite sides of a little river valley. Whether or not their rural context was a primary or 
secondary factor in the eventual ending of each school is not resolved by this case study; 
however, in situating the case, that can be noted as an influencing factor. 
The two schools were located near Rivertown, California, a rural area formally settled 
for mining during the California Gold Rush, and now populated by many ecologically-
minded "alternative" thinkers, artisans, craftspeople, and retirees. An environmentally-
concerned orientation was evidenced by no shopping malls, yet a fair share of thrift shops, 
health food stores, and massage therapists living in the area, along with the local "hippy" 
population whose dress and mannerisms were sometimes associated with the "flower 
children" of the Sixties. Increasingly, as nearby urban centers expanded, more people were 
beginning to settle in this area, or so it was hoped, particularly by TEC employees and school 
funders. For attracting day students, there were two towns whose concentrated populations 
were less than 20,000 total, and as the nearest urban area was over an hour's drive away. 
Although the entire population of Cascade County was around 90,000, this was spread across 
a rather mountainous area. 
Certainly, this rural location impacted the kinds of teachers who were willing to work 
at either school. While urban areas have a diversity of teachers with varying levels of 
experience, cultural backgrounds, and commitments to teaching, rural areas can face a more 
limited range of teachers from which to choose. Despite this, Educaré Elementary had the 
fortune of choosing from over 90 applicants when interviewing for its original seven teaching 
positions, and Kent interviewed about 40 of those. However, these numbers do not reflect the 
homogeneity or lack of experience of those interviewed. The salary for the Educaré teaching 
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position was offered at the low-end of teaching salaries in California, which may have caused 
more experienced teachers not to apply (see also page 133). Kent also attributed this state of 
affairs to the growing de-professionalization of teaching. With teachers being given less 
autonomy and increased emphasis on standards (so that any teacher can replace another if 
they learn the "right" methods and content), it is little wonder that many skillful teachers 
often move into other professions. Taking this a step further to examine the availability of 
teachers in a rural location and with experiences in holistic education, the situation becomes 
even grimmer. 
On a positive note, rural schools tend to be quite small. In one meta-study, 103 
studies and reviews were analyzed that described the underlying conditions of small schools 
that give them their benefits (Cotton, 1996). These conditions included: caring for people by 
knowing them personally, parent involvement, stronger sense of personal efficacy, students 
taking greater responsibility for their own learning, individualized learning opportunities, 
increased flexibility in scheduling, and greater emphasis on experiential learning activities. 
These conditions are parallel with many conscious focal points of schools that are set up by 
holistic educators, including both schools that participated in this case study. 
A Preliminary Case and Its Findings 
Prior to the Educaré case, a preliminary case was conducted at Foothill High School 
(FHS) where a 2-day presentation was made about the action research program. While this 
preliminary case cannot reveal anything with respect to learning action research as the FHS 
teachers did not choose to engage in the program, the case was used to examine the 
perspectives of potential program participants and influencing factors that impacted their 
decision not to participate. (See Appendix A for a full summary of "Concerns and Issues of 
Discrepancy" from this preliminary case.) 
More than anything, this case helped me to see my own inexperience as a researcher 
and the need to learn more about the art of interpretation that takes all of a situation into 
account, while developing more subtle ways to show respect for the views of participants 
even when one does not agree. At the same time, I learned about the need to take care about 
informing participants that when research looks at multiple perspectives, it may develop 
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interpretations in which everyone does not see eye to eye. I also learned how difficult it was 
for me personally when a research participant was also a friend, and there was a certain 
obligation that I felt to the research itself to point out things that she did not want to hear. In 
doing so, I learned "the hard way" about a researcher's responsibilities, and how boundaries 
need to be drawn in not assuming responsibility for the anxieties of others. 
Profile of Educaré Elementary 
The primary school participating in this case study was Educaré Elementary School. 
As a private school for ages 6 to 13, it began its first 10-week term in October 2001, with one 
new principal and seven full-time teaching staff. The school was based specifically on the 
principles of Holistic Education as outlined by educator, author, and researcher Scott Forbes 
in an extensive summary of core characteristics and commonalties found across six original 
authors in holistic education (Forbes, 1999). As a year-round school, Educaré accepted new 
students throughout the year, and with a capacity of up to 100, the original student body of 
21 students was expected to grow steadily. The school was also blessed with a brand new 
building of 14 rooms situated in a semi-circle around a central amphitheater, all designed just 
for this setting and purpose. It had been built with funds that were donated for the express 
purpose of creating a school based also on TEC's child-adult relational and family awareness 
practices as developed and supported by the initial TEC staff. 
The school's basic approach to education was sometimes described as giving 
individualized attention to the learning needs of each student. This implied attention to 
social, emotional, and aesthetic issues, as well as to academic learning. Students were 
grouped roughly by ages into seven classrooms, with the pacing of the day depending in 
large part on the abilities of the students. Students moved to another classroom when it 
seemed appropriate based on their learning activities to join another group, and this transition 
was done in a way so as to minimize any possible social stigma among peers. There was also 
much flexibility in the school day, so classes were sometimes combined for certain games 
and activities, with field trips that were organized and coordinated by the teachers to the 
library, nature trails, local science museum, or other places that seemed suitable to projects 
that students were working on. (Chapter 4 will give more details about the school's 
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philosophy and issues that arose for teachers in their day to day practices, with Chapter 5 
presenting the experiences of one particular teacher as she learned within the school's 
approach to education. Then, Chapter 6 shows more clearly the challenges that eventually led 
to the school's ending.) 
The school's staff and principal were new employees of TEC and had never before 
worked together, as well as being new to working with Kent who was the Director of 
Education, overseeing the initial stages of the school's development. My impression from the 
early days had been that Kent would eventually step back to work more with other branches 
of the education department (teacher development, research, consulting) once the teachers 
and principal had a sense for the school's direction. When they came together in September 
2001, there were many different levels of anticipation and enthusiasm, as well as anxieties 
and fears about the unknown. After the first five months had passed and we entered into the 
period where action research was introduced, Kent summarized many of the situational 
issues that were impacting the action research program: 
There are enormous challenges in any holistic school, which are unique to 
those kinds of schools, and these challenges are very great challenges for 
teachers. It really means that they can't rely on a lot of predetermined 
technique. They can't rely on predetermined curriculum, and they have to 
really be questioning themselves. They also can't rely on the familiar roles 
and projected images of the teacher as the one who knows, who's the 
authority, etc., etc. So, there's a lot of learning on the part of the teachers, and 
there's a lot of vulnerability on the part of the teachers in holistic education. 
That always makes it a challenge to teach in such a school. 
I would say that on top of those challenges, there's also just the challenge of 
being in a completely new school that's just starting up, where there's always 
a lot of flux. There's a lot of transition in the school, because people come to 
something that they actually couldn't see in operation, so they often have 
images about it, and things are changing quickly. ... 
I also think that the very small class sizes that we have are a challenge.. .1 
really think the ideal class size is five or seven. But, less than that, you 
actually have much more limited interaction in the classroom. Students get 
tired of one another. It's a much less dynamic system and requires more of 
teachers. 
I think also.. .for the last couple of months, we've had parents who have been 
concerned and spreading rumors, and in a way, going through their own little 
conniptions, which effects teachers. 
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So, all these are challenges. So, this is really the context in which I'm now 
asking people to do action research. Quite difficult. (Interview, 3/6/02) 
Thus, from the perspective of the program facilitator, four core issues were viewed as 
significant to the context of the teachers' learning. First, based on the philosophy of holistic 
schools, Kent discussed the notion of getting away from predetermined curriculum and 
images or preconceptions about authority and teaching. Second was the fact of being in the 
midst of much transition and change. Organizationally, in the first nine months after the 
school began, two school staff were laid off (one teacher and one principal), three staff left 
(two teachers and one receptionist), two new staff were found to replace the ones leaving 
(myself as the school receptionist in February and then a new teacher in May), and two 
teachers were promoted to co-principals. At the individual level, the stated reasons for those 
leaving varied; however, informal discussions indicated an undercurrent of uncertainty, as 
well as insecurity about the stability of the school, all of which relate to the issues of fear that 
are elaborated in Chapter 6. The third challenge was that of having such small classes, which 
many teachers might consider an ideal situation; however, Educaré teachers had only two to 
five students in each class during the first three quarters, which makes many group activities 
difficult to coordinate. In addition, the school had one girl for every two boys (and in the 
summer term only two girls total), and about one third of the students could have been 
labeled with "learning difficulties" or "emotional or behavioral challenges" had they been in 
traditional schools. The fourth challenge perceived related to interactions with parents; 
teachers were subtly and not-so-subtly exposed to the uncertainties and anxieties of parents 
who had come to the school with many different expectations and images of what teaching 
was and what holistic education would be like. 
Within his leadership capacities, Kent's descriptions of the challenges being faced 
seemed to encompass most other contextual comments or concerns voiced by the principals, 
teachers, or parents. In contrast, the school principals, as well as the teachers, had a tendency 
to focus on one or another of the issues, usually in ways that seemed relevant to whichever 
issue that they themselves were facing most directly. For example, one principal would focus 
on insecurity (he was the one who left in February), another would focus on classroom 
changes; one teacher would focus on challenges with parents, another would focus on 
authority issues. 
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One contextual concern not mentioned by Kent was about the governance of the 
school. Kent treated this matter not as a concern so much as simply a divergence of 
viewpoints about how an elementary school should be managed. There were about five 
parents (all mothers, four of whom had homeschooled their children previously), two or three 
teachers, and one principal who either covertly or overtly expressed concern with the lack of 
participatory involvement in the decision-making processes for the school. As mentioned the 
teachers were given much leeway in what they did in their classrooms; however, they 
occasionally expressed concerns about how time was spent during teacher meetings (which 
began to be facilitated by Kent after he saw that the first principal was unable to provide the 
full support that teachers needed). Meanwhile, a few mothers were developing their own 
concerns about how they thought the school should be managed. The fathers and most of the 
other mothers generally seemed less questioning and took on a more passive attitude of "let's 
just see how this goes." On the flip side of the coin, there was at least an equal number of 
parents who were quite pleased about the school's governance, who felt that Kent and the 
school principals were really working well to listen to and address their concerns, and who 
were rather distraught by the quality of parent meetings and a few parents who dominated 
those meetings. Some parents stopped going to meetings because they were so aggravated by 
two or three mothers who dominated the meetings. 
Although parents were invited into the Out-of-Class Learning weeks as well as to 
take part in other ways that suited their capacities (tutoring on computers, assisting with 
drama, helping in the office, initiatives with planting flowers, etc.), they were discouraged 
from being overly directive about students' learning while at school. Kent had wanted to 
empower teachers, to the extent that he was able, with the capacity for their own creativity 
and setting the tones in the classrooms. Unfortunately his protection of the teachers seemed 
to contribute to some tensions with parents during the second half of the first quarter. Many 
communication tensions appeared as much due to rumor, conjecture, and opinion as they 
were to any single person's responsibility. One TEC program director, who was involved in 
the "fall out" of such situations (because parents turned to her when they did not like Kent's 
decisions), added that beyond miscommunications, difficulties also arose from cultural 
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differences (Kent was American, but had been raised and lived most of his life in Europe), 
misunderstandings, and misinterpretations. 
On the school's behalf, one father later admitted that this may have been as tough of a 
group of parents as any school could face, as about half of them had been homeschooling 
parents (himself included). Since these parents were in the practice of questioning education 
(having openly rejected all of what the rest of America accepts as education), it was natural 
that they would question everything that our school did as well. We had none of the 
"Christian-variety" of homeschoolers; all were Holt-and-Gatto-reading "radicals" with ideals 
so strong they were willing to stand against over 150 years of educational norms by choosing 
to homeschool their children. This also indicated that they carried with them a high degree of 
concern for their children's education. 
Aside from their homeschooling histories, there were a number of other parental 
characteristics that made the families comprising Educaré Elementary into a truly diverse 
group. Among these were ethnic diversity (greater than that found in the rest of Cascade 
County), many divorced families, and a wide range of socioeconomic-status represented 
among the 15 families whose children attended the school. (See Table 1 for a summary.) 
Table 1. Educaré Elementary: Characteristics of the Families 
Family Characteristics (related to 
parents philosophical, ethnic, 
economic, and social positions) 
Number of 
Families 
(out of 15 total*) 
Number of 
Students 
(out of 23 total*) 
Formerly homeschooling families 9 12 
Ethnic diversity (non-white) 2 6 
Adopted or foster children2 2 5 
Single or divorced parents 8 12 
Blue collar workers or unemployed 6 12 
Professionals or para-professionals 9 11 
Full or partial scholarships 5 7 
Educaré Employee discounts 4 9 
Paid full tuition 6 7 
* Numbers based on enrollment from October 2001 to September 2002) 
2 Adopted or foster children are included as a category because it illustrates that more than 1/5 of the students 
were being cared for by people other than their original parents, which connotes a certain type of parents who 
take it upon themselves to care for others' children—some of whom had special needs. It also implies a child 
who learns tacitly from an early age that their birth parents, for some reason, were unable to care for them. 
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Any way that you divided the pie of Educaré families, they seemed more to resemble 
public school in their diversity than any traditional private school. Based on informal 
interactions with parents, Kent surmised that some of the families had enrolled their children 
as much for convenience as for any particular commitment to or understanding of the 
underlying philosophy of holistic education. Another TEC program director felt that many of 
the parents were there due to the school's philosophy, though, many of them had a "scant 
understanding" of it, which was not a basis for firmly committing to it. Those who were there 
for ideological reasons came from quite diverse backgrounds: an ashram, a Summerhillian 
background, Quaker education, a rural homeschooling family, and so on. 
It is also important to re-emphasize that Educaré Elementary was part of TEC (The 
Educaré Center), a growing non-profit organization that offered other programs such as 
outdoor education (adventure and ropes course programs for teenagers and for other school 
groups) as well as whole family retreats and parenting programs. While this case is a story of 
the teachers' program and the teachers did not interact much with other TEC staff, some of 
the issues and anxieties that were to surface in interviews (especially toward the end) related 
to the whole organization. As such, it is important to give some context about individual as 
well as organizational issues. 
As the school staff was getting to know one another in the fall of 2001, the rest of 
TEC was going through its own starts and sputters in search of an appropriate staff to support 
the growing organization. By attending TEC "learning organization" meetings, I became 
aware that the concept of "wholeness" is not one easily grasped. It is one thing for a parent to 
see the significance of relationships or self-knowledge for family life in the context of a 
weekend program facilitated for that purpose, and quite another for staff who have phones to 
answer and budgets to make to see the value of interconnectivity or self-observation in the 
context of a work environment. One program director explained to me the reason that the 
directors were not more active in facilitating staff meetings (despite their talents in 
facilitating family and group programs): It was an effort to consciously lessen the power 
differentials in the organization, and the directors felt that it was not appropriate to assume a 
facilitative role with TEC staff. 
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At one learning organization meeting, I recall a staff member clearly linking efficient 
communication skills to wholeness, while I sat there wondering, "What does efficiency really 
have to do with wholeness?" After all Walden Two was quite efficient, as was Nazi 
Germany, so even if efficiency is part of the whole, it seemed that there were far more 
important "parts" that we could be seeing. Of course, my references would either not be 
known by the others or would be off-putting, so I settled into my usual cautious participation, 
observing my own fears and opinions as they would come and go, as much as trying to pay 
attention to group dynamics. With my overly academic background, I felt certain that I was 
often as much a part of the stumbling as those who had not been so indoctrinated into the 
manipulation of words and concepts. 
Putting the organization into its local culture, there was also the "small town talk" 
that comes with rural areas, which led to a rampant array of rumors about the school, perhaps 
in part for its newness, perhaps in part as a result of legitimate concerns by parents, perhaps 
also due to the unfortunate pettiness of small town gossip. This created "an edge" of 
undesired sharpness from some community members, which in turn seemed to exacerbate 
teachers' concerns. 
As we continued with our day-to-day business matters, the morning of September 11th 
was notably distinct. While citing this particular day may be cliché, I do this in an effort to 
show that Educaré was not separate from the economic and cultural impact of events facing 
the rest of the world. That morning Kent was entering the second week of development 
activities with the new teaching staff, while the outdoor education staff faced the unknown 
with a group of teenagers on the ropes course. Meanwhile, in the main office, we gathered 
for an impromptu office meeting to share a little of the global tragedy that was befalling us 
each that day—as we knew friends in New York City, were concerned about the individual 
and global impact this event would have, and became fearful about our distance from other 
friends and family. No one knew what to say or how to respond, yet we each had to move on 
with the day. The school building was still in the final stages of construction, without any 
tiles on some of the rooftops much less any tables, chairs, or books in place, as economic 
uncertainty was thrust more prominently into the life of this small non-profit organization. 
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By June 2002, there were 19 regularly-employed people working within TEC's three 
departments a main office, with almost all of our jobs having been part of the dynamic flow 
of change at some point in the past year. In the first nine months that I was employed by 
TEC, six employees were laid off and four chose to leave (including the school staff 
mentioned earlier). While financial strains can be cited as a primary reason for the layoffs (as 
well as for three support staff who left in pursuit of higher paying jobs), that seemed an 
insufficient explanation to me. One could certainly question an organizational culture with 
such a high turn-over rate, and indeed a few of those laid off certainly did that; however, I 
was there and it always seemed more complicated than finances, problems with 
"organizational culture," or even any particular individuals. From my perspective, there were 
issues of fear and uncertainty, and how each person was facing or avoiding those fears 
correlated with who stayed and who left (whether a person left by choice or not). There were 
certainly disagreements about how things were managed at TEC, and some people expressed 
that "the problem" was how so-and-so was relating with so-and-so. Yet, more often than not 
when this type of second-guessing happened, it was rooted in fears that led to interpretations 
about other people. To protect oneself and feel better about interpretations of how one was 
relating with the difficulties being faced, perhaps it was easier to put responsibility 
(consciously or unconsciously) on others. 
Overall, however, there was a great deal of camaraderie and easy-going friendliness 
among the staff and across the different departments at TEC. Everyone seemed to appreciate 
the level of integrity and care with which others approached their work, with friendly chat 
about personal lives that happened during lunch breaks and focused discussions within and 
across departments as the organization attempted to grow and stabilize itself and its programs 
in 2001 and 2002. Many staff seemed to express an almost intrinsic sense of reward for the 
positive interactions with other staff and clients that happened daily. While conflict and 
disagreements exist in all organizations, TEC seemed to also have an ample amount of 
gratitude about and within the work that was being done there as well. 
Finally, I feel impelled to add one more note about information that I did not have 
available to me but that I "sensed" around me. As an "outsider" to Cascade County who 
everyone knew was committed to the organization with which I was working, there were 
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some facts that I have reason to believe no one told me about the history of TEC and its 
initial staff. Having lived in rural and urban locations in the United States as well as rural 
Japan, I have never felt such a "strange attitude" as I felt in Cascade County about the 
organization for which I was working. I would make friends with neighbors and others who 
expressed surprise and puzzlement about my affiliation with TEC. They rarely knew 
anything particular, but there was a strong sense of "doubt" and "suspicion" that they held 
toward TEC and its founders; sometimes it was expressed directly, other times they seemed 
to stifle whatever rumors they knew about—seeming to want to be supportive of my work. I 
usually attributed the strangeness of these encounters to my being from the University, which 
gave me an intellectual background that few others in this county had, and I presumed that 
people just thought it odd that a person from a university would work with an alternative 
organization. So I tried to look away from these attitudes, yet they continued to linger in my 
own mind, seeing how many alternative organizations were accepted in this part of the 
country. The more that I did not want to look at the tacit implications around me, the more 
that the unknown facts seemed to become relevant to the life of the school. It was as if the 
fears of the unknown were more powerful than whatever the facts might once have been, 
because the organization as it was when I began working for it was really not that 
"alternative" in terms of its practices or approaches to education. 
I greatly valued and continue to value the work that TEC was doing, yet the more that 
I delved into this research about teacher development, the more that I sensed there were past 
issues still lingering and implicit power structures that made it difficult for some employees 
to question the organization's founders. Trying to take a more objective perspective, it 
seemed that the school attracted predominantly staff who were not local to the area, and some 
local parents who enrolled their children in the school were quite "alternative"3 even 
compared with many "progressively-minded" people. There were other local parents to 
whom I would give tours of the school who seemed really interested in what we were doing, 
and then they would never contact us again. Admittedly, there may have been aspects of my 
3 Examples of "quite alternative" attitudes, for me as a Midwesterner, included suggestions of fire-walking as 
part of the curriculum, or a birthing room as part of the school. Such ideas might work in the year 3001, but in 
2001, they seem far from appropriate for elementary education that wants to provide learning opportunities for 
children that are from a variety of family backgrounds (not just "alternative" families). 
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presentation that somehow I was doing something that did not make parents feel "safe 
enough" to enroll their child in a holistic school. Later, however, I learned that some parents' 
impressions had been altered due to TEC's reputation, more than anything that I had said or 
done. In the end, when I did a participant check about this part of my study, the school staff 
felt that I under-emphasized the implications of what I was seeing, while one board member 
felt that I should give greater attention to the complexities of school dynamics and that there 
were no single reasons why this school did not make it in Cascade County. 
While much of this research, by its nature, puts the school staff into question, I feel 
that it is my duty to be clear with readers that there were financial and organizational issues 
that were impacting this school and its enrollment, but which are not the focus of this study, 
and as far as I can deduce, these were strong contributing factors to the demise of the school 
itself. The financial difficulties, interpersonal struggles among the organizational and school 
staff, as well as community talk and gossip, all contributed to the school's fate. While Kent 
had strongly advocated for a school staff the size of which was difficult to finance, especially 
in a rural location, if 9/11 had not happened, a 3-to-5 year plan for getting this school started 
still seems reasonable to me. We were doing something really unique and meaningful for 
students, and even the parents who were discouraged by the community gossip still valued 
what this school had given to its children. 
By December 2002, the organization was found unable to support itself, and its three 
departments were divided into their own independent organizations, as the school closed its 
doors in this rural setting to be relocated to a more urban setting. The unique qualities of 
Educaré Elementary situates this case study in ways that would be difficult to generalize to 
other school settings. Fortunately, the bounds for the case rest within the teachers who chose 
to use action research, so the details of the participating school may be less important than 
other information about the viewpoints of the teachers themselves. Nonetheless, Chapter 6 
looks more closely at what was evoked by this particular situation in terms of human issues 
and themes of fear and organizational instability, which may point toward common issues for 
schools or programs that are attempting to "push the envelope" of economic feasibility, 
especially those attempting to be different from the mainstream. 
31 
Research Participants 
This section introduces who the research participants were—their backgrounds as 
well as demographic and personal characteristics that made them distinct as individuals and 
as a group. While a brief summary is shared about the participants' relationships to action 
research, their relationships to holistic education is uncovered more gradually as a theme 
throughout the remaining chapters. As for their relationships with students, which could be 
considered the most critical aspect of teaching in holistic education, that is an aspect that only 
they themselves can tell. I am not telling their stories for them; I am merely telling of the 
story of the action research program of which the teachers were a central part. To some 
extent, their relationships with students are uncovered in how they discussed what they were 
learning from their action research programs; however, this case is but one small slice of the 
teachers' lives and of the complex of relationships within the school. 
The two teacher-participants whose stories are uncovered most closely throughout 
this case were Megan and Douglas. Although Megan and Douglas became the co-principals 
in January and March (of 2002) respectively, they came to be considered as "primary 
participants" over the other teachers not because of the co-principalship, but for two other 
reasons. Firstly, more than any of the other teachers, they seemed to put the most thought and 
effort into their action research. Secondly, the other teachers either left or were laid off 
before sufficient follow-up interviews could be conducted with them. Also, Megan's lengthy 
interviews combined with her write-up of her action research allowed for more detailed 
analysis of her case. Thus, in many ways the primary participants for this case were self-
selected. While random selection may be an important criteria for validating many types of 
research (particularly quantitative), that is not the case for this research. Here, it was already 
known that internal motivation and self regulation are critical aspects of holistic education, so 
examining teachers' development (and change) within a developmental program for teachers 
who are already motivated is viewed as a valuable endeavor. 
Not unlike the humanistic psychologists who chose to study people who were healthy 
rather than dysfunctional, so too did I purposively study teachers who had through their 
actions (of applying for, taking, and sticking with a job in a small "start-up" school) 
demonstrated their personal commitment to more holistic (and some would argue 
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"psychologically healthy") forms of education. Thus, in some ways, this alters the three 
initial research questions to not being about teachers in general who were introduced to the 
action research program, but being more particularly concerned with the teachers who chose 
to engage with the program. Nonetheless, in Chapter 4,1 still attempt to get the views of all 
five teachers, though greater attention is given to the three teachers who actively participated 
in the program. 
After reviewing the case in its entirety, certain relationships between participants and 
their initial views about the program being studied seemed to stand out. While I hesitate in 
categorizing people into simplistic descriptions, knowing that their full stories are much more 
complex, it may help the reader to have an overview of the "cast" in advance (see Table 2). 
The pseudonyms used for participants were self-selected, except for three (Megan, Sarah, 
and Robert) who gave no preference as to what they would be called. "Colleen" was never a 
formal participant in the study but served as an informant who sometimes shared her 
perspectives with me, which is why I listed her in parentheses. 
One aspect about school staff (that Douglas sometimes joked about) is that three of us 
were from the Midwest (myself, Megan, and Douglas), and Kent's parents had been raised in 
the Midwest as well as his having gone to college in the Midwest. This may have been 
another cultural issue that impacted our relationships with the Californian "natives," as 
implicitly some values seem to shift from the middle of the country to its coasts (for 
example, the "Protestant ethic" seems to infuse the Midwest, while "alternative lifestyles" 
seem more encouraged on the West Coast). Another distinct demographic characteristic of 
the staff were their distribution of ages: two were above the age of 50 (Kent and Douglas), 
two were in their late 30s to 40s (Robert and Frank), and the rest of us were between our 
mid-twenties and early-thirties. We were mostly singles without children, with the exceptions 
being Douglas (who had one son enrolled in the school and was going through a divorce), 
Colleen (who was married), Kent (who was married), and Megan (who was engaged). I 
mention these personal details only because they reflect several important issues about who 
we were as people. Perhaps most importantly, there was a "freshness" that the school staff 
seemed to have of not being set in our ways, still exploring our own social worlds and open 
to change within our own lives. On the flip side of the coin, the school staff could be viewed 
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as a group of individuals loosely committed to more liberal ideals (politically, we were all 
Greens, Democrats, or Independents), with no strong commitments to any particular religious 
ideologies, and still developing our personal philosophies of education. Thus, rather than 
seeing us as being "open to change," others might have described us as a somewhat 
"uncommitted" group of individuals. 
Table 2. Summary of School Participants ("Cast of Characters") 
Participant's 
Pseudonym 
Formal Roles and Informal 
Relationships to Others 
Relationship to Action Research 
(AR) Program 
*Megan Teacher, co-principal, "friend" to 
teachers. 
Tried AR with sincere intention, 
completed several cycles. 
*Douglas Teacher, co-principal, "advisor" to 
teachers. 
Tried AR with sincere intention, 
caught on to it fast intellectually. 
Sarah Teacher who left in May for graduate 
studies and better social life elsewhere. 
Tried AR, found the process 
personally challenging. 
Frank Teacher, served as a "voice" of fears 
about school's direction and concerns 
about lack of resources. 
Reluctant to try AR; questioned 
AR being required. 
Chuck Teacher who voiced concerns more 
quietly (at least around me). 
Enthused initially but put little 
effort into applying AR. 
(Colleen) Teacher hired to replace Sarah in May. 
Seemed committed to teaching; served as 
"witness" to school culture. 
Never exposed to AR ("catching 
up" with holistic education texts as 
others were learning AR). 
Robert Principal from September 2001 to 
February 2002; laid off at end of winter 
term after week-long AR program. 
Questioned the timing of AR with 
these teachers. 
*Kent Director of Education. Hired to start 
Educaré School and Teacher Dev. 
Program. "Friend/mentor" to some; others 
viewed him as an "authority." 
Facilitator, positive outlook on the 
potential benefits of AR. 
(Robin) Assistant to Kent, school receptionist, 
case researcher. 
Familiar with qualitative research 
methods. Questioned others' 
"criticality." 
* Primary participants who were involved from the beginning to the end of the program. 
These personal details also indicate the life stages and experiences from which we 
were approaching holistic education. Kent and Douglas both had a greater experiential base 
that was reflected in the life stories that they would sometimes share; they also seemed more 
adept at stepping back from the particulars of students' learning within the classrooms to 
consider broader issues of school dynamics. Beyond bachelor's and master's degrees, Kent 
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and Douglas both had the "highest education" at the school (Kent with a Ph.D., and Douglas 
with a J.D. having been a lawyer "in a previous life"), which created a power differential that 
staff tried to diminish by either not talking about it or else joking about it, but it was always 
there. In the next age-group down, both Frank and Robert seemed to try most actively in 
questioning as much as possible about the school, almost as if that is what it meant for them 
to be reflective and responsible. Meanwhile, the younger staff (myself included) seemed the 
most "eager" of all the staff, each in different ways—eager to please, eager to make friends, 
eager to experiment with lifestyles, eager to establish relationships and homes. 
The issue of teachers as parents was important for Douglas. He felt that because none 
of the other teachers had parenting experience, this altered their notions of childhood, which 
may have caused them to sometimes react rather than respond to some of the intensity with 
which children approach life. In addition, in their spare time, the other teachers did the things 
that "singles do" (socializing with other singles), while parents socialize with other parents 
and talk about children in their free time. He felt that having only one parent as a teacher 
impacts the development of a holistic school, due the importance of informal word-of-mouth 
networking and the "concentric" networks of parents in the community. 
In terms of teaching experiences, Kent was coming with 20 years of teaching at a 
residential holistic high school in Europe (10 of those as both principal and teacher). The 
teachers all had one to three years of experience, some in public school settings and others in 
alternative settings (outdoor education, Quaker education, youth programs). Collectively, the 
teachers also had had more experience with teenagers and less with younger elementary-age 
students. Resembling the lack of ethnic diversity in Cascade County, the entire staff was 
from white, middle class backgrounds. Culturally, one teacher was from England (the one 
who left in February) and another teacher (who started in May) had just come from five years 
of living in Austria. More diverse among the teachers was the range of educational content 
areas that they covered as far as their strengths—several languages, music, physical 
education, drama, social sciences, math, industrial arts, and cooking. Also diverse among the 
staff were strengths and weaknesses in terms of their tacit knowledge concerning the nature 
of learning, responsibility, and values (which will be discussed more in Chapter 4). 
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As a word of bias concerning the teachers, I shared more in common with Megan (in 
terms of values, gender, and upbringing), and my experiences as well as my life struggles 
were similar enough to Megan that I felt comfortable interpreting more from her interviews 
than I was able to interpret with the other teachers. As a result, in the chapters that follow 
there may remain some accuracy in Megan's observation that my writing seemed "nicer" to 
her than to the other teachers, though I tried to be more conscious of this issue after she 
pointed it out to me. 
While more experienced teachers would have been valuable to the school, it was a 
"give and take" as the school budget was limited—a fact that outsiders rarely recognized due 
to the visible "strength" to the organization with its having been donated funds for some 
rather elegant buildings. Apparently, it had been deemed an acceptable risk to start the school 
with more inexperienced teachers and train them as a group for the cohesiveness of their 
initial work together in learning holistic education, rather than to hire fewer or more 
experienced teachers. No one expected 9/11/01, or the economy to collapse, just when the 
stability of the organization was most critical. 
There were many risks inherent in this endeavor, and of which the staff were keenly 
aware. Building a school of this nature so far from any populated area was one of the risks 
that seemed to most concern the Educaré staff. Originally, TEC's Board of Directors had 
intended for the school to be a boarding school (which often work well in more remote 
locations), but that plan was put to rest after Kent was hired (with a great deal of experience 
from having worked in a boarding school for many years), and he advocated that the 
organization did not yet have the resources to support a boarding school, and that for a day 
school, it would be best to start it out with younger students so that it could grow into the 
older ages. Hence, the risks of an elementary day school in a remote location were born. 
People came from far and wide to engage in TEC's holistic parenting programs, and clients 
had asked for a school to be created. Y et the location issue was an aspect of fear that 
confronted staff daily, as we wondered where students would come from to populate the 
school. While three families had moved to this little mountain ridge just to be a part of this 
school and others were considering it as they waited to see how (or if) the school survived, 
moving a family is no small matter. Already there were two other schools on this mountain 
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ridge (one private, one charter) that were struggling with their student populations, though a 
few years prior there had been three small schools (one private and two charters) that all did 
well for a short time in terms of a steady enrollment. 
In their final interviews, Megan and Douglas both discussed the impact of parental 
views on teachers, and visa versa. There was no conclusive evidence about why we had gone 
in the directions we had, or when the downward spiral with some parents had begun, but 
there was definitely much frustration shown about this issue, and many indications that it had 
impacted teacher development as well. Most likely, this relates to another issue that both 
Megan and Douglas steered away from—that of parent/leader issues—another web of 
relational tensions impacting the school. In the school's first term a few parents appeared to 
be put on edge by Kent's "intellectual style" and "old world" ways, along with his seeming 
stubbornness on one or two issues. In addition, other parents reported being irritated by 
Robert (the principal) for his lack of understanding about their particular concerns, or by 
Peter (the executive director) for his interference in parent meetings. The two female 
program directors and the new co-principal (Megan) were TEC leaders during the first six 
months whose actions did not seem to overtly rub parents "the wrong" way. My 
interpretation of this apparent gender difference is that these directors and school principals 
were sometimes conveying similar messages to parents, but that messages may be perceived 
differently when coming from women in positions of authority versus men in similar 
positions. Still, these slightly strained relationships between the male leaders and a few 
school parents may have caused parents to turn more often to the teachers to learn about what 
was happening in the school, and as Douglas pointed out, teachers (being new to the field) 
were not often consistent in their responses, which frustrated parents. 
In addition, with the prevalent fears about the school not being able to make it, there 
also seemed to be a fair amount of scapegoating in this school (discussed also in Chapter 6), 
which seemed especially true concerning who was "responsible" for the parents' anxieties. 
Many people looked for others to blame with respect to parents' misunderstandings about 
holistic education, or parents' unmet expectations for teachers to be more than what they 
were. It was almost as if Kent were viewed as this "master" of holistic education, and as soon 
as anything did not go smoothly (as things do in schools with children who are intensely 
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engaged with living), he was held as mostly responsible. Leaders of schools often have to 
make decisions with which everyone does not agree, and when this is done in the context of a 
a rural community with a very small school about which parents have high expectations, the 
ramifications of every decision seemed magnified. 
In addition, some parents were disillusioned by the lack of local community 
involvement shown by three of the four TEC directors. Although I know that these 
individuals were each involved in helping people in quiet, non-public ways, their lack of 
"showiness" in public arenas when combined with their excessive "self-education" (which 
was obvious to anyone who met them) seemed to aggravate rumors. This, in turn, would 
aggravate the responsibilities of teachers, as they learned about and had to face these rumors 
from parents. Some teachers spoke with me about it privately, and told me how they had seen 
through the rumors by comparing each rumor with facts of what they saw for themselves 
about the integrity of each individual in question. Other teachers remained silent on this 
topic, and their silence sometimes worried me. 
Another issue not mentioned by any of the teachers initially (though, in the 
participant checks one teacher mentioned it as a concern) was the relationships among the 
four TEC directors, which impacted the dynamics between the organization and the school. 
While it was generally accepted that the directors of each department were good friends and 
got along quite well, they did not see eye to eye on everything, and teachers were aware 
whenever there were "rumblings" about differences. In an informal discussion, one office 
staff member pointed out to me how Kent did not often attend the "learning organization 
meetings," and that it was perceived to affect the ethos of the organization. Overall, though, 
the ways in which the program directors interacted seemed to have a positive impact on the 
school, because the quality of the interactions among the leaders seemed to complement the 
quality of their interactions with the teaching staff. 
While these characteristics and dynamics concerning the research participants were 
unique to this case and its school setting, the themes discussed throughout the remainder of 
this report with respect to the acquisition of tacit knowledge as well as fears and insecurities 
that permeated the school environment are not unique to this school. Through the now well-
known technique of "thick description" (Geertz, 1973), readers can see for themselves the 
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human elements that they have in common with the Educaré teachers who were facing the 
age-old challenges of teaching and making meaningful opportunities for students to learn, as 
they themselves faced the daily fears and insecurities of their own lives. 
Case Researcher's Relationships to the Researched 
An ethical caveat of this study arose in May 2001, when I accepted a part-time 
position (16 hours per week) at Educaré as the administrative assistant to the Director of 
Education Kent Carl. (In 2002, my Educaré hours were increased to 20 hours/week so that I 
could get employee benefits.) Among the reasons I accepted this position were the 
opportunity to work more closely with Kent and to get to know Educaré (as an organization) 
firsthand. I took the position understanding that it would have direct implications on the 
research that I would be conducting. 
Seeing what was involved with this position, rather than it being a distraction from 
the research, I felt that the job was a nice complement to the research. The insider's view that 
I acquired seemed to enhance my perspective as a researcher, like an anthropologist living in 
the field. I learned about Kent, his lived philosophy, and how he interacted with people in 
ways that I never would have seen so clearly had I not become his assistant. A friendship 
grew between Kent and me, which seemed to enhance rather than detract from the 
researcher/participant relationship. Rapport and trust between a qualitative researcher and the 
research participants is critical to being able to portray what is being researched as accurately 
and authentically as possible. 
The primary ethical issue pertained to my receiving a regular paycheck from TEC 
(even though I had another job that provided 2/3 of my income). Still, this could raise 
questions about the dependability of the research. Was I able to work closely and critically as 
a researcher in evaluating the program while I was employed by TEC with Kent as my 
supervisor? I addressed this issue directly with Kent. As a researcher himself, he assured me 
that he wanted me to be critical, otherwise the research is of no value to the program; this 
statement concurred with his beliefs shared in a later interview as well. He also assured me 
that his being my supervisor would not give him any position of privilege in regards to this 
research project; his position in this case research was as a participant. What really seemed to 
give him more "power" in the case is that he himself was a researcher and quite well-versed 
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in expressing understandings about holistic education; thus, it was often easier to quote him 
for introducing complex issues than to sift through the disjointed comments of teachers. 
Luckily, I became aware of this "power" issue long before the end of the case, so that I could 
counter-balance the "story" chapters with this bias in mind. 
All this does not yet get at the nature of my relationship with Kent, which I came to 
see as one source of perhaps my greatest vulnerability within this study. As my feelings for 
Kent changed regularly, it is difficult to describe the nature of the relationship, but what I 
know for certain is that it had nothing to do with the roles in which either of us were. The 
best way that I might describe it is what one sees when looking into the nature of a 
relationship between a younger sister and an older brother. I say this not to emphasize any 
one type of feeling that a sister might have for a brother, but knowing that the nature of that 
relationship changes as one grows older, and as it changes one sees different things about 
life. Initially, there is a sense of respect and awe that causes one to listen to a brother just 
because he is older and more experienced. Then, there comes a time when one looks for the 
foibles and tender sides of a brother that can be manipulated and taken advantage of, and we 
call this sibling rivalry. Then, there is another time when I despise my brother for his 
weaknesses, for not seeing what he ought to, for treating another not as I would treat them, 
for being someone different than who I am. It is the fear of differences, or of no longer being 
able to have that initial caring relationship. When that has passed, it seems another thing 
takes its place, despair gives way to the possibility for relationship again, and the seeds of 
something completely different seem to take root, a feeling that is no longer of respect or awe 
but more fragile, more vulnerable. The nature of the relationship has entered the beginnings 
of what one might call sincere affection, where the fear of losing something has subsided and 
there is a simple acceptance of differences. As that too passes, there are other stages of the 
relationship; I have two brothers and I know that the nature of either relationship is never the 
same, and I fully expect each to continue changing as time goes by. 
With Kent, there also came a time when I saw him as a kind of special friend who 
understood the non-intellectual aspects of life and the weaknesses and dangers of my own 
intellect in a way that no one else had yet conveyed to me. I continued to respect the depths 
of his intellectual works, and the gratitude that I felt towards him (and for his work with me) 
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was quite moving. This too changed the nature of our relationship in a way that I could not 
account for in doing this research. My best sense of it is that his learning contributed to my 
learning and no doubt biased my perspectives as a researcher, while also enhancing my 
abilities to see what I would not have noticed otherwise. 
In addition to having this relationship with Kent, I also developed various levels of 
friendship or friendly interactions with the other participants as well. In the day to day life of 
the school, between February and December 2002,1 interacted with teachers far more as a 
secretary taking care of business at the school than as the case researcher for this study. 
There were also a few times when I would do social things outside of the school with the 
teachers as well as with the program directors. Having learned from the preliminary case at 
FHS, as I entered the particulars of the Educaré case, I considered the participants first 
whenever possible, and my own research and conclusions second (or sometimes a distant 
third when combined with the work issues of which I was also a part). With respect to power 
differentials between myself and the participants, it seemed that my secretarial status may 
have off-set my almost-Ph.D., and I was not teaching either, which at times also seemed to 
diminish my perceived status within the school. 
Another lesson that I am still learning in relationship to "the researched" is to put the 
vision and ideals aside as well—to not care whether I reach any particular goal, as the goal 
itself continues to move. Instead, a broader intention that I now see is to get somewhere 
WITH the participants, not leading or being led, but going along with them, to see and listen 
for what they are learning, as I learn to communicate with them about what I am learning. 
When looking ahead at some distant goal (whether it be the ideals of holistic education, or 
getting "good" responses for "better" research into holistic education), there is much in the 
immediate path that is easily missed. 
Returning to philosopher and educator J. Krishnamurti, he put all of these issues into 
a broader perspective quite well: 
All this implies the understanding of our responsibility to one another in 
relationship; but to understand our responsibility, there must be love in our 
hearts, not mere learning or knowledge. The greater our love, the deeper will 
be its influence on society. But we are all brains and no heart; we cultivate 
the intellect and despise humility. (Krishnamurti, 1953) 
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Here, it is also important to explain a little about my relationship to Krishnamurti and his 
writings, which were drawn upon extensively for this research. Kent had been deeply 
affected by Krishnamurti while he was working in Europe in the 1970s and 1980s. As such, 
the teachers and I were influenced as well by Krishnamurti, who perplexes my intellectual 
notions for reflecting on life. It is difficult for me to read more than a few pages of his 
writing at a time. Yet, the more I read, the more I see how he captures the essence of cares 
and concerns that are the foundation for why many teachers enter education as a "calling." 
He does not mince words, and he does not confuse concepts with experience; it appears that 
he finds a way of speaking directly from the latter. However, since most of us are used to 
speaking from our concepts and our symbols, Krishnamurti implicitly (and often explicitly) 
challenges the reader (or the listener) about one's educational and life ideals. For these 
reasons, I include references to his writings throughout this case report, which may create 
some discomfort in the reader's mind—a discomfort that I intentionally arouse to reflect a bit 
of what the Educaré teachers were facing by virtue of their being holistic educators. 
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CHAPTER 3. RESEARCH METHODS 
Before getting into the details of the case, it is important to explicate more about the 
research methods that were used and why, along with providing an overview of the data 
collected and how it was analyzed. In many ways, this research could be viewed as research 
within research and frameworks within frameworks. This chapter provides some rationale for 
why various research methods were compatible with others, beginning with an initial layer of 
introduction to the epistemology underlying constructivist methodology. From there, the 
chapter narrows in on issues of case study, concerns about empowerment when studying 
action research, the use of particular ethnographic methods, and some particulars of the data 
collection and analysis processes used for this study. The chapter concludes with two short 
sections about what was learned with respect to participant/researcher agreements and issues 
that I found most relevant to the generalizability, validity and limitations of this study. 
Responsive Constructivism as the Framing Epistemology 
Rooted in an interpretive rather than scientific paradigm (Lincoln & Guba, 1985), 
fourth generation methodology provided a naturalistic framework for this research. 
Originally developed as a program evaluation methodology, fourth generation is a type of 
program research that involves the active participation of all "stakeholders." It was conceived 
by Egon Guba and Yvonna Lincoln (1989) after they had surveyed the methodological and 
philosophical weaknesses inherent in earlier forms of evaluation. Of primary importance in 
choosing this methodology is that it provides a set of research tools that seemed especially 
appropriate for questions concerned with participant viewpoints. In this research, how action 
research gets put to use by teachers and whether it is of value to them stems in part from the 
teachers' own views about their learning and experiences of the program being studied, and 
in part from their tacit acquisition of knowledge which is revealed through cues about how 
they describe their experiences. 
There are two characteristics that make fourth generation evaluation unique (Guba & 
Lincoln, 1989). First, instead of having an outside evaluator (or researcher) enter a situation 
with her own agenda, this type of research endeavors to seek the perspectives or 
"constructions" of all the persons who might be impacted by the results of the research. The 
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essential goal of the effort is to devise a joint, collaborative, or shared construction that 
includes the inputs of persons involved and allows anyone whom might be impacted by the 
research to have a measure of control. For example, the teachers and principals at Educaré 
Elementary might have had quite different concerns from the program facilitator about what 
was being studied as well as how it was being studied. Rather than focusing on the concerns 
of one set of stakeholders, my job was to integrate the concerns of the teachers, principals, 
and program facilitator (and where appropriate, consider the views of students, parents, other 
TEC staff, and/or board members as well). Essentially, the methods for organizing this case 
study, including the specific interview questions posed, emerged from a process of 
systematically inquiring into the claims, concerns, and issues of the primary "stakeholders." 
This is called "responsive focusing." 
Closely connected with this, the second characteristic that makes fourth generation 
methodology unique is its use of "constructivist methodology." To underscore the nature of 
knowledge presumed by this study, let us review some core assumptions of the constructivist, 
or naturalist, paradigm, as described by Guba and Lincoln (Guba & Lincoln, 1989; Lincoln 
& Guba, 1985). Firstly, for constructivist methodology, truth is a matter of consensus among 
informed, sophisticated constructors (persons involved who are all actively constructing 
knowledge). There is no assumption about an objective reality that predetermines truth. In 
addition, '"Facts' and 'values' are interdependent. 'Facts' have no meaning except within 
some value framework; they are value-laden" (Guba & Lincoln, 1989). The value framework 
of this study was formed by the implicit values of the case participants, including myself, 
encompassing though not being limited to the explicit values of holistic education. 
Secondly, within constructivist methodology, "accountability is a characteristic of a 
conglomerate of mutual and simultaneous shapers, no one of which nor one subset of which 
can be uniquely singled out for praise or blame" (Guba & Lincoln, 1989, 45). In other words, 
it is a matter that implicates all interacting parties to greater or lesser extents. For this study, 
this means that I have attempted to look at the complex issues of the program, rather than 
singling out particular participants as being the sources for praise or blame about the 
program's outcomes. In other words, the program was shaped as much by the teachers as it 
was by the facilitator, albeit in different ways, as well as by other sources (board decisions) 
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and forces (economics), and one must look to all of these to have a full picture of 
accountability. 
Another important characteristic of constructivist methodology concerns 
particularities of learning about phenomena and the understanding of change. Guba and 
Lincoln assert, "Phenomena can be understood only within the context in which they are 
studied; findings from one context cannot be generalized to another; neither can problems 
nor their solutions be generalized from one setting to another" (Guba & Lincoln, 1989, 45). 
The phenomena studied in this case included the teachers' learning of and about action 
research, and how that impacted their learning of and about holistic education. These 
phenomena were examined within the context of the holistic school where the program was 
being introduced to teachers. Although the findings of this case cannot be generalized, a 
discussion can ensue about what was common about this case that might be found within 
other cases (which relates to the issue of transferability to be discussed later). 
These epistemological assertions provide a sound framework for addressing issues 
and questions concerning the nature of learning within holistic education, which maintains 
similar views about the unique nature of each individual's learning. While it would be 
entirely possible to study holistic education outside of a constructivist methodology (if the 
research questions posed were of a different nature), as long as the nature of the questions 
pertains to the nature of learning within holistic education, then it is helpful that the research 
and the researched have similar perspectives on the nature of knowledge. Without that, it 
would be like looking at a blue sky through a red lens. 
The operational guidelines for this particular constructivist approach to methodology 
are grounded in the principles of the "hermeneutic dialectic process" (Guba & Lincoln, 1989, 
149-155). Using this process, I interviewed the persons involved, and as I went along, I let 
them each know about the claims, concerns, and issues of the persons previously 
interviewed. This is called "hermeneutic because it is interpretive in character, and dialectic 
because it represents a comparison and contrast of divergent views with a view to achieving a 
higher-level synthesis of them all, in the Hegelian sense" (Guba & Lincoln, 1989, 149). The 
process can be considered successful in the extent to which it facilitates the reconstruction or 
expansion of constructions (ways of understanding) with which each participant began. Even 
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if a consensus of viewpoints is not reached, the nature of the hermeneutic dialectic "circle" 
leads all participants to be educated and empowered. They are educated "because they 
achieve new levels of information or sophistication," and they are empowered "because their 
initial constructions are given full consideration and because each individual has an 
opportunity to provide a critique, to correct, to amend, or to extend all other parties' 
constructions" (Guba & Lincoln, 1989,149). 
In summary, the fourth generation methodology used in this study is a "responsive 
constructivist" approach to research. It is responsively focused by using the claims, concerns, 
and issues of the stakeholders as organizing elements, and it is rooted in constructivist 
methodology as a means for aiming to develop (though not committed to achieving) 
consensus among participants. 
Fourth Generation Methods for Case Study Research 
Another essential issue in selecting this methodology was the consideration of 
whether program evaluation methods would be useful for case study research. After reading 
Guba and Lincoln's introductory chapters to Fourth Generation Evaluation, I saw that my 
old notions of "program evaluation" were rooted in what they called the Second and Third 
Generations. For much of the twentieth century, program evaluators in education were 
concerned with assessing curriculum to describe its patterns in terms of its strengths and 
weaknesses for meeting program objectives, as developed from the Tylerian notion of 
evaluation that characterizes second generation evaluation. Later came the neo-Tylerian 
models (Third Generation) where evaluators went beyond description of programs to make 
judgments as part of the evaluation. While there is nothing wrong with judgment itself as it is 
an integral part of facing life's challenges and making sound decisions, such models would 
not work well when investigating either holistic education or action research. In developing 
case research about a program designed to empower participants through their own research 
(and their own judgments), I could not assume any requisite expertise as an "evaluator" who 
makes judgments about someone else's program (an issue on which I elaborate in the next 
section). 
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Evaluative versus Non-Evaluation Studies 
Within a constructivist paradigm, case study research and fourth generation methods 
are easily married to one another. In fact, for the reporting phase of fourth generation 
evaluation, Guba and Lincoln explain why a case study report appears to be best for this 
methodology because it enables "readers to see how the constructors make sense of it [what 
is being studied] and why," providing readers with a vicarious experience of the situation 
(Guba & Lincoln, 1989, 223). However, unlike the focus of fourth generation evaluation, I 
would call this case a "non-evaluative" study in so much as the power dynamics for how I 
came into this research demanded no form of evaluation from me, and my intentions were 
neither to evaluate the program nor its participants. The case was developed using fourth 
generation techniques to summarize the value perspectives of participants (which I confirmed 
in a phone call to Yvonna Lincoln was a legitimate way to use the fourth generation process). 
My use of the term "non-evaluative" does not imply that evaluation elements did not 
emerge from myself as the researcher or from participants in the sharing of perspectives. We 
are human; we have thoughts that make judgments and evaluate matters in the course of our 
thinking. However, politically from the start, I was never hired to do an evaluation, so the 
power dynamics are that of a case study, not an evaluation. In other words, this was an 
independent inquiry into the value of a teacher development program for its participants, not 
a program evaluation. This subtle yet important distinction gnaws at the boundaries between 
program evaluation and qualitative research projects, which are similar yet distinct. When 
looking at the two non-mathematical definitions of evaluate, one finds: "1. To ascertain or 
fix the value or worth of. 2. To examine and judge carefully; appraise."4 It is really a 
different thing to summarize the values found in a program for its participants, with a general 
interest toward furthering the field of holistic education, rather than to "ascertain or fix the 
value or worth of' the program for a client or outside interest. Rather than aiming to fix, 
^Excerpted from The American Heritage Dictionary of the English Language, Third Edition Copyright © 
1992 by Houghton Mifflin Company. Electronic version licensed from Lemout & Hauspie Speech Products 
N.V., further reproduction and distribution restricted in accordance with the Copyright Law of the United 
States. All rights reserved. 
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ascertain, or appraise anything, my goal had been to understand the nature of what was 
happening and why, and in fact, at times, evaluation itself seemed to get in the way of that (if 
I were evaluating, it could heighten fears with respect to the judgments that might be made). 
As far as valuing goes, I was not claiming that any one type of knowledge or learning had 
more or less value (or worth) than any other type, but merely looking at which types were 
associated with this program. 
Values in Research 
A related and important aspect of this marriage between case study and fourth 
generation methodologies is the "values window" itself, and how were the values (and 
viewpoints) of participants approached as an unfolding construction in themselves? Guba and 
Lincoln make some important points on this issue: 
Values permeate every paradigm that has been proposed or might be 
proposed, for paradigms are human constructions, and hence cannot be 
impervious to human values. Values enter an inquiry through such channels 
as the nature of the problem selected for study or the evaluand to be 
evaluated, the choice of paradigm for carrying out the inquiry ..., the choice 
of instrumentation and analysis modes, the choice of interpretations to be 
made and conclusions to be drawn, and the like. Thus nature cannot be 
viewed as it really is (even if one starts with the assumption that there exists a 
real nature out there to be assessed) but only as seen (constructed) through 
some value window. Further if values do enter into an inquiry, then the 
questions of what values and whose values become paramount. If the 
findings of studies or evaluations can vary as a function of the value system 
brought to bear, then the arbitrary choice of a particular value system tends 
to empower certain individuals and to disempower and disenfranchise others, 
that is, those with other values. (1989, 65) 
The significance of this "value window" and particular value systems of the participants 
became clearer to me as I engaged in the particulars of the case. The teachers and participants 
who focused on the values of holistic education (as indicated by commonalities discussed in 
Chapters 4 and 7) during workshops and interviews tended to be the ones whose voices were 
given greater prominence in this case. In addition, there were undoubtedly other more 
arbitrary and secondary values that I myself held as the researcher which also came into play 
in the reporting of this case. For example, in the preliminary case of Foothill High School, I 
may have unintentionally disempowered one participant when she stood so strongly for 
concerns of teaching methodologies, and it was not something that I valued in the same way 
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as she did (see Appendix A). Similarly, in the Educaré Elementary case, participants each 
had their various secondary values with which I may not always have related well—values 
such as not drinking alcohol, the ultimate power of music, the eating of raw vegetables, the 
enjoying of fine wines, cigar smoking, or rock climbing—and which did not often seem 
relevant to the case for me. With such varying values, participants may have sometimes made 
comments or observations that they felt were important to the case, but which as the 
researcher I did not cue into when conducting or analyzing interviews. Still, I tried to be 
attentive to the ways in which values and human constructions "permeated" this research and 
how it was reported. 
Issues of Power Differentials 
Related to their epistemological foundations, both fourth generation and action 
research make direct inferences about the nature of empowerment, and the need within 
education to put power back in the hands of teachers. Fourth generation methodology was a 
means by which I could less obtrusively enter into an inquiry-based relationship with 
teachers as they learned about action research. 
Nonetheless, there were subtle power differences throughout the development of this 
case. As much as I would have liked and even invited participants to get more involved in the 
research (e.g., by suggesting issues or alternative research questions, by questioning the 
reasons for selected methods, or discussing alternative sources of data), generally they did 
not a take an active role in any of this. The reasons for this are likely multi-faceted, including 
their own learning and foci on other matters (their newness to both holistic education and to 
action research), and this program case study was at a macro-level in which they were as yet 
less interested. Another unarticulated reason might have been a feeling of inexpertness, that 
somehow my training from the university gave me a level of understanding that they did not 
feel they had the authority to question. In addition, I also considered that the implicit power 
structure might have been reversed and that teachers could have assumed a greater power as 
they were "in practice" and I was "just doing research" of which they may have been 
dismissive, viewing it as having less importance than the practices in which they were 
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engaged. (Indeed, I myself sometimes considered it as such, so valuing the education of 
children that research often seemed as a secondary value to that.) 
When I inquired about perceived power differentials, I was told (at least by one 
teacher) that she felt on an equal footing with me. I did not inquire further with other 
teachers, as they would all likely respond in the socially "appropriate" way, which denies 
power differences. Power differentials are really implicit within a situation and not things 
that are easily discussed. While I could not get away from the power differentials, by being 
aware of them to the extent possible, actions could be taken to minimize their impact. At 
times early in the research, Kent intentionally and lightly poked fun at me in front of the 
teachers. For example, during a reflective activity, he teased me about how noisy my typing 
was, which seemed to put the teachers at ease in joking with me as well. I tried to further 
downplay my position as researcher by just being friendly with teachers about what I was 
doing, explicitly answering any questions they had about my activities, and asking them at 
the end of interviews about whether they had any questions or concerns about my research. 
Ideally, I wanted them to feel that this was their research too; realistically, I was satisfied if 
they at least felt at ease with asking me questions and asserting their views if I portrayed 
anything contrary to how they were seeing it. 
Power differentials with Kent were reversed, where he was the one with the most 
explicit power as determined by the structure of the school because he was the supervisor. 
Explicitly as part of the employment agreement, he was the teachers' "boss" (supervisor), 
and he was mine as well, which initially makes a difference in what and how we 
communicated with one another. Implicitly, the teachers and I also tended to view Kent as 
"the authority" because of his experience within holistic education, as well as his extensive 
formal education (as was discussed on page 33). 
As his assistant, I felt that I was closer to being Kent's collégial equal than the 
teachers, as I was more apt to question him and I had the responsibility to inform him about 
school-related issues if he did not seem to be aware of them. In contrast, the teachers seemed 
to interact with him about a more limited range of topics, though my sense was that more 
than half of the teachers felt comfortable enough with him to discuss quite personal aspects 
of their lives. I learned this from conversations with teachers, not from Kent, as Kent never 
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revealed the content or nature of any private discussions. While it seemed that this was done 
as part of the value that he placed on confidentiality, implicitly this also may have given him 
more power because he learned about a lot of things that others did not know in relationship 
to individual teachers and parents as well. Also, as the supervisor, he had the power to not 
speak with us about matters that he felt were beyond our scope or need to know, though my 
sense was that he never abused that power. As time went by, trust and familiarity built 
between Kent and me, which seemed to minimize the unavoidable power structures inherent 
in the situation. Trust between Kent was built with some of the teachers over time as well, 
but due in large part to the letting go of one teacher after the first term (as well as to other 
issues discussed in Chapter 6), it was more difficult to minimize this power structure in the 
eyes of the teachers. 
Another aspect of power differentials within fourth generation methods is that the 
program being studied can create "beneficiaries" as well as "victims" (Guba & Lincoln, 
1989). In this particular case, the "beneficiaries" were the ones who learned from the action 
research program and/or from the reporting of this case about it. The "victims" (a term that I 
quite dislike) could be considered those who might have felt disenfranchised by the program 
because of its intellectual focus on research when their strengths were non-intellectual. In the 
reporting of this case, these implicit power issues impacted how I was able to interpret the 
case, because those who felt disenfranchised by the program were also not likely able to 
explain themselves very well during interviews, which then may have further disempowered 
them by minimizing their voices in the interpretations of this case. 
The Use of Ethnographic Methods 
For readers who are less familiar with ethnographic research, some brief background 
may be helpful. Ethnographic methods have evolved considerably over the past 30 years with 
the ongoing development of qualitative research. From Tumbull's artful write-up about the 
Pygmies (Tumbull, 1962) to Geertz's study of Balinese cockfights (Geertz, 1973), qualitative 
research methods and the interpretations of such sociological and human data have 
undergone considerable critique and revision. Today, these methodologies are used 
extensively in the social sciences and other studies of human experience, with journals upon 
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journals and books upon books about ethnographic methods, and about the philosophies and 
epistemologies of qualitative approaches to research. Summarizing some of the central issues 
and concerns facing the science and professional acceptance of ethnographic methods, John 
van Maanen writes: 
Ethnography may still be archaic in terms of its technology, requiring only a 
fieldworker, time, a bunch of people to talk with, and some writing materials. 
But ethnography has also become very sophisticated in terms of its emerging 
understandings of the practical, philosophical, and epistemological problems 
facing those who choose to study the social world. There is, in fact, some 
reason to believe that fieldworkers are the leading edge of a movement to 
reorient and redirect theoretical, methodological, and empirical aims and 
practices in all the social sciences.. .The narrative, semiotic, particularism and 
self-aware standards now emerging from ethnography are being treated 
seriously, and if they have not been adopted, they are at least exerting 
considerable influence on a number of previously hostile and self-satisfied 
champions of a behavioral science governed by the rule of social physics. 
(Van Maanen, 1988, 125). 
Thus, for the social world of education, the technical tools may remain relatively simple (a 
researcher, the researched, a field notebook, and now a few computer programs as well), 
while the narrative and "self-aware standards" of ethnography are helping to show 
fieldworkers new aspects of the experiences that they research. This rigor of philosophical 
and methodological attentiveness allows one to see past the cause/effect ("billiard-ball") 
views of the physical and behavioral sciences to inquire into something unique about the 
nature of being human. 
Using ethnographic research methods (Denzin & Lincoln, 2000) to develop this case, 
I employed in-depth participant interviews along with teacher workshop observations and 
field notes, as well as journals to track my own changing (and sometimes static) perspectives 
and their potential impact on this study. I observed teacher workshops as a social 
construction with attention to their content, learning activities, and teachers' experiences. 
Throughout the data gathering process, I tried to represent the voices of all primary 
participants (teachers, principals, and program facilitator) as fully as appropriate to their 
vested interests and understanding. The benefit of such methods is that they provide windows 
into people's lived experiences (as opposed to experiments in laboratories, or surveys with 
static questions on predetermined topics). In education, as in other fields of human study, 
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there is also the distinct value to systematic inquiry into issues that can only be found in 
relationship to persons and events as they interact and occur in real time and in real schools 
or learning environments (Bogdan & Biklen, 1992). 
For myself, I learned about how different participants required different kinds of 
interactions, to put them more at ease during interviews as well as to put myself more at ease 
on topics that were difficult. For example, Frank was ill at ease with the entire research 
process, so when interacting with him, I tended to give more emphasis to issues pertaining to 
confidentiality and how I would not share what he said with others until I had first done a 
participant check with him about what he had said. Sarah seemed a bit uncomfortable about 
the tape recording, and with her I found that simply being a little more "chatty" seemed to 
help make the interview more relaxed and conversational. 
Sound ethnographic research cannot be conducted without acknowledgement of the 
researcher as the observer and teller of the tale, and many qualitative accounts exist of 
"confessional tales" by researchers that demonstrate varying levels of self-awareness on the 
part of researchers (Van Maanen, 1988; Watson, 1999). As ethnography continues to 
develop, the self-awareness and development of the researcher has become known as 
"reflexivity," and it can be directly linked to what I was able to see and observe during the 
course of this study. To give readers' some understanding of who I am as the person "telling 
the story," I incorporated some of my own views and perspectives where appropriate into the 
text, trying to be explicit about personal biases. Nonetheless, to minimize my voice and give 
greater attention to the overall story, I attempted to be more descriptive in the early chapters 
of the text, saving more interpretative reflections for the later chapters. 
Data Collection 
In coordination with the Educaré Teacher Development Program (TOP) and its 
affiliated school, I attended all ten of the TDP workshop days as an observing participant, 
with a focus on observation and note-taking rather than active participation. Between the 
sixth and fifteenth weeks after teachers had started to try action research, I interviewed them 
about their claims, concerns, and issues of how the program was going for them. Although I 
asked about observing some of the one-to-one support sessions that Kent provided to 
teachers, Kent felt that these were too personal and that I would disrupt the quality of 
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learning by being there. As a result, I only had second-hand reports about how those 
meetings went for participants. See Table 3 for a summary of the data collected for this case. 
Table 3. Data Collected for Case at Educaré Elementary School 
Type of 
Data5 
With 
Whom? 
When? Why? (the purpose and 
focus of data collection) 
Data analyzed 
primarily for... 
Interviews 3 program 
directors 
Aug. 2000 Establish the vision and 
intentions for the teacher 
development program 
Reference only. 
Field Notes 7 teachers, 
principal, 
facilitator 
Sept. 2001 To learn about teachers' 
frameworks for learning 
about holistic education. 
Content covered, the 
situation and context, 
activities engaged in 
Field Notes 5 teachers, 
2 principals, 
facilitator 
Feb. 2002 To learn about how 
teachers were introduced to 
action research. 
Content covered, 
methods used, and 
participants' views. 
Prelim 
Individual 
Interviews 
co-principals, 
director/ 
facilitator 
Feb to Mar 
2002 
To consider views of 
current school context and 
issues facing teachers. 
Content covered, 
core issues 
perceived. 
Interviews 5 teachers; 
director/ 
facilitator 
May to June 
2002 
Sept. 2002 
Inquiry about how action 
research was going for the 
teachers in the practice of 
their classrooms. 
Level 1 : Claims, 
concerns, & issues 
about action research 
program. 
Level 2: Patterns 
within participant 
responses. 
Interviews 2 remaining 
teachers 
Oct. 2002 Establish views about the 
school situation as of 
9/30/02 when three other 
teachers were laid off. 
Level 1: Views of 
teacher development 
after unexpected 
school changes. 
Level 2: Patterns 
within participant 
responses. 
Participant 
Checks 
5 teachers; 
3 directors; 
2 external 
reviewers 
Nov. 2002 -
March 2003 
Gather comments and 
perspectives on chapters 
written as appropriate to 
share with those involved. 
Views not yet 
covered within the 
case; patterns of 
feedback across 
participants. 
5 
"Type of data" refers to the primary type of data collected. Throughout the process, I was also keeping a 
methodological log/journal, taking field notes during all interviews, and doing participant checks after every 
interview as well as after every report given to participants. 
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Phases of the Fourth Generation Process 
While there are many iterative steps involved in the fourth generation process, the 
data collection can be viewed in four overlapping phases. These phases are my own 
reconstruction (and simplification) of the nine points that Guba and Lincoln outlined as a 
fourth generation evaluator's responsibility (Guba & Lincoln, 1989, 72-74). 
Phase 1 : Identify stakeholders, and their essential claims, concerns, and issues. 
The initial stakeholders were identified as the immediate participants in the teacher 
development program—the teachers, the principal, and Kent as the program facilitator. Later 
in the process, other stakeholders such as students, parents, board members, or other 
community members could have been included if the teacher development program had 
continued. Neither I nor the other initial participants proposed to include these persons as 
early stakeholders because they were less direct beneficiaries of this research. Until the direct 
stakeholders agreed upon reasons for seeking additional views of students, parents, or board 
members, it was felt that their inclusion in the process would only complicate matters in the 
early stages of data collection. 
During the final stages of data collection, I revisited this matter and discussed with 
the remaining participants about the value of inviting "secondary" stakeholders to take part in 
varying capacities to fold their views into the case as well. The "secondary stakeholders" 
included three teachers no longer with the school, as well as a few parents and board 
members, who had some stake in how their group was portrayed by the research, but not so 
much to gain or lose by the case's reporting as did the primary stakeholders. As the school 
was closing, one might presume that there was nothing left to be lost, but this is not true as 
self images and reputations were still involved. 
While students were certainly a stakeholding group, they were not of the age that it 
would be appropriate to include them in the initial rounds of this research. I had anticipated 
including a few of them toward the end of the research, after their teachers had had more 
experience with action research, but that time never came. Informally, however, there was 
much anecdotal evidence to indicate that overall students were having positive learning 
experiences at the school. One parent confided in me that after a teacher development week 
in November that her son had remarked on how he had noticed a positive change in his 
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teacher, which had been attributed (by the student) to the teacher's learning. Even after 
students left the school, I would sometimes see them in the community and ask how they 
were doing at their new school. One 10-year-old boy exclaimed with some animation, "It 
sucks!" as his father gave him "the eye," and he corrected himself, expressing more 
conservatively that "I mean it's nothing like [Educaré] was. You know, they just don't know 
how to relate with kids like the [Educaré] teachers. There's just not that respect." In 
considering the students as a stakeholding group, they seemed mostly to display a warm 
positive regard for Educaré and its teachers. (More research needs to be done to better 
understand the views and the learning of students at holistic schools, as this study was really 
focused on the views and the learning of teachers.) 
In keeping with the schedule of the school and the teacher development program, the 
first round of formal (taped) interviews was done between the middle and the end of the 
spring quarter, after the teachers had had at least six weeks to tinker with action research. 
During these interviews, as well as during observations of the teacher development 
workshops, I was actively seeking, listening for, and recording the claims, concerns, and 
issues of all participants about the action research program. Table 4 explains what is meant 
by a claim, concern, and issue, as well as other terms used in this case report. 
Table 4. Definitions of Fourth Generation and Other Terms Used 
• Claim - any assertion that a stakeholder may introduce that is favorable 
to what is being studied. 
• Concern - any assertion that a stakeholder may introduce that is 
unfavorable to what is being studied. 
• Issue - any state of affairs about which reasonable persons may disagree. 
• Influencing factor - any other viewpoint or impression that participants 
about the program being studied, which they would like considered but 
which were not necessarily "claims, concerns, or issues." 
• Stakeholder - agents for producing, using, and implementing the program 
being studied; direct and indirect beneficiaries and potential victims. 
• Participant - any stakeholder who was directly involved with the action 
research program. 
• View/Viewpoint - any claim, concern, issue, or influencing factor that was 
verbalized in some form by a participant and noted by the researcher. 
(This term is used for the ease of quickly capturing the essence of the 
other more specific terms.) 
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Phase 2: Share viewpoints among participants. This phase was systematically 
integrated with the cycles of interviews which began in Phase 1, and provided opportunities 
for participants to hear the claims, concerns, and issues of the other participants. This 
involved asking participants to discuss any possible conflicts that they saw between their 
viewpoints and what others had identified as claims, concerns, issues, or influencing factors 
of the program being studied. 
During this phase, Lincoln & Guba (1989) discuss the process of "generating 
consensus," but as I was doing an ethnographic case study and not a program evaluation, I 
could never see a reason to try to reach consensus if it did not happen as a natural outcome of 
the research. Either participants agreed or they did not, and if hearing the views of others 
helped them to reach a more sophisticated understanding, that would accomplish some of the 
goals of this methodology. Related to the generation of consensus, some claims, concerns, 
and issues, it is said, can be resolved in the process of hearing and understanding the views of 
others (Guba & Lincoln, 1989, 73). What happened for this case, however, was that there 
was such a wide diversity of views that were shared, often not overlapping at all, and then 
teachers would have little to say about the views of others, not having had that same 
experience themselves. While this may not be surprising given the nature of holistic 
education (where many diverse approaches are respected and encouraged), as the case 
researcher, I found it a bit frustrating with respect to the use of fourth generation processes. 
Initially, I summarized an agenda of all the divergent viewpoints, and from that 
agenda, I reviewed the data and summarized it based on whatever two or more participants 
seemed to agree about as important enough to mention or comment on, and where there also 
seemed to be some differences about the particulars within these claims, concerns, or issues. 
In this way, I summarized for participants what appeared to be the biggest gaps in their 
negotiated meaning constructions. 
Phases 1 and 2, with their focus on the claims, concerns, and issues of participants 
became the basis for the first level of analysis that I did for this case whose results are 
summarized in Chapter 4. (See Appendix C: Summary Of Action Research Program Themes 
for a complete report of this research phase.) 
57 
Phase 3: Data Collection and Analysis. According to Lincoln & Cuba's fourth 
generation model, unresolved claims, concerns, and issues are then used as an advanced 
organizer about what information needs to be gathered by the researcher. Originally, I had 
intended to get more feedback from participants about what further data they would like me 
to collect, as well as surveying their ideas about analyzing the data. In reality, teachers were 
only mildly interested in this program research, far more focused on their own teaching or 
school issues, and thus most decisions about data collection and analysis ended up being 
most appropriately done by me as the one most attentive to the needs of the research. In 
addition, greater participation became inappropriate to ask of participants after September 
2002 when three teachers were laid off, which directly influenced their stake in this program. 
Still, I informally consulted with the two remaining teachers and Kent about ideas for 
going back and coding the data to examine them for patterns that I had been noticing as well 
as coding for evidence of the acquisition of tacit knowledge (to be discussed further in the 
section that follows). I also consulted with Megan about the write-ups that she had done as 
part of getting college credit for this action research program, and she agreed that I could use 
her write-ups for looking further into the program about what she was learning. In addition, I 
suggested to the two remaining teachers that after further analysis that I might find four or 
five pages that were particularly rich with coding, and share my coded analysis with them. 
Both Megan and Douglas seemed a little concerned about what this might entail, but they 
were open to the experiment. 
Phase 4: Negotiation and Reporting. Finally, the last phase of this methodology 
involves the new information obtained during Phase 3 being reported to everyone involved, 
and the stakeholders (or representatives of each stakeholding group) being consulted to 
negotiate the conclusions and action steps (Guba & Lincoln, 1989, 73). For this phase, I kept 
things as simple as possible by using the development of the chapters in this dissertation as 
the "negotiating forum" for discussing how the story was being developed. 
Prior to my moving away from California (as was necessitated for a job after the 
Educaré School closed), conducting timely participant-checks for my dissertation chapters 
became a priority. As my personal style of academic writing had been noted by participants 
as not being overly "scholarly" or "difficult" to read, it seemed appropriate to use the 
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chapters from this case as the reports that were provided to them. The challenge of doing it 
this way, however, is the concern of "audience." Writing for academics with a stronger 
background in the discourse of educational research is a bit different than writing for teachers 
with only an introductory knowledge of action research. Plus, chapters like this one, as well 
as the literature review chapter, would be of little interest to many participants. To 
compensate for these concerns, when I sent various chapters to participants (as appropriate to 
their involvement in that chapter), I included letters with overviews of what each chapter was 
about, how much it was about them, and what kind of feedback might be helpful. A benefit 
of having only one report for all of the stakeholders may be a certain coherence and 
"visibility" to everything that is done, so that no one feels anything is being covered up or 
hidden from their group. 
The outcomes of Phases 3 and 4 essentially added another layer of analysis to the 
research questions posed by this study, and most of the results from these phases were 
integrated into Chapters 2,4,5, and 6, as well as being quite helpful as I wrote and revised 
the concluding chapter. 
Analysis and Coding 
Having used "tacit knowledge" as an explanatory framework for analysis and 
interpretation throughout this study, a greater delineation of its characteristics, if not its 
definition, is called for. Drawing from my own learning throughout this case and informed by 
an assortment of readings within and outside of holistic education, the characteristics of tacit 
knowledge that I have so far discovered include: knowledge that can be acquired (i.e., it can 
be learned), that is unknowingly acquired, and that is not dependent on accumulated 
knowledge. In contrast, accumulated knowledge is what one knowingly acquires through 
experience or study: facts, skills, know-how, methodologies, and so on. 
The concept of "tacit knowing" originated from philosopher Michael Polanyi, who 
examined the nature of thought, looking at meaning and tacit knowing as a function of 
thought, in the context of science and intellectual freedom. As a philosopher of the twentieth 
century, Polanyi's work was extensive in his complex inquiries into the nature of human 
knowledge, in which he started "from the fact that we can know more than we can teir 
(Polanyi, 1966, 4). One example that he used was of knowing people's faces, and being able 
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to recognize a single person's face amongst thousands or even a million. He discussed how 
this knowledge can be broken down now by the police to help witnesses reconstruct the 
knowledge of a face based on its component parts; however, this does not detract from the 
fact that there is still this knowledge that we have but that we can not tell. The police 
methodology suggests that with adequate means that we can express ourselves more about 
what we know, but still, if asked without that methodology how we know a face, we usually 
have but vague and inadequate words to describe what we know in great detail. 
Polanyi's theory of tacit knowing goes into far greater depth, extrapolating between 
the "functional relation" between what we can attend to (and associate with words) and that 
which we know "only by relying on our awareness of it for attending." According to Polanyi, 
"in an act of tacit knowing we attend from something for attending to something else; 
namely, from the first term to the second term of the tacit relation" (Polanyi, 1966,10). 
Eventually, he shows the significance of what German philosophers had called "indwelling," 
and expounds on it to show the structure of tacit knowing. Having both "distal" and 
"proximal" terms, it appears that there is knowledge that is farther from our awareness 
("distal") and knowledge that is closer to our immediate awareness ("proximal"), and that it 
may be easier to attend to those terms that are that farther from us. This may be a bit like 
being able to see a tall tree if one steps back and looks up at it. It may also relate to why it 
appeared in this study that self-knowledge was so much more challenging to develop than 
knowledge about the students or the school. 
Through the process of what is called "interiorization," Polanyi describes a means by 
which we become aware of certain things and their bearing on a "comprehensive entity" 
without attending to them. Polanyi's work seems to point very systematically toward the idea 
that, "it is not by looking at things, but by dwelling in them, that we understand their joint 
meaning" (Polanyi, 1966, 18). Put into the language of this case study, this may point to the 
fact that people can only know "of relationships by engaging in them, or even that teachers 
can only learn "of their students by learning with them. 
From Plato's Meno and the problem of knowing a problem, Polanyi takes readers one 
step at a time to show them, intellectually, the different parts of knowledge, that which can 
be told (what I have called "accumulated knowledge") and that which cannot be told (what 
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Polanyi first called "tacit knowing"). While Polanyi looked at this issue more in terms of how 
it impacts science (and how scientists come "to know" things), this case study examined the 
phenomenon of tacit knowing in terms of the kinds of knowledge that seem important for 
holistic educators. That involved such knowledge as seeing oneself and one's values in 
relationship to the perceived world in which one dwells and to each child's learning and the 
perceived world in which they dwell. To interpret that a teacher is learning of responsibility 
or of freedom, or a for a teacher to make an interpretation about a child's learning of fear, of 
math, or of art appears to all require the tacit knowing described by Polanyi. Once a person 
makes explicit something that is known tacitly, according to Polanyi, returning or 
"recovering" the whole of what was known never brings back the original meaning: 
The meticulous dismembering of a text, which can kill its appreciation, can 
also supply material for a much deeper understanding of it. In these cases, the 
detailing of particulars, which by itself would destroy meaning, serves as a 
guide to their subsequent integration and thus establishes a more secure and 
more accurate meaning of them. (Polanyi, 1966, 19) 
Although Polanyi was not writing of action research or even educational research, it seems 
like one can read this and make sense of how the nature of research changes the researcher. 
His ideas seem to not simply be rooted in the hard sciences with which he was most familiar, 
but also in the social and human sciences. For action research, this may imply that as I was 
studying the teachers and some of them were learning, their meaning structures were 
implicitly changing as they were engaged in their research, similarly as my own meaning 
structures were also changing with the systematic dismembering of looking at issues and then 
putting them back together. 
Interpreting Polanyi in the framework of "language and education," a more recent 
philosopher has compared the work of Polanyi to that of Maurice Merleau-Ponty and Ludwig 
Wittgenstein (Gill, 2000, 116-119). This comparison helps to show the "vectorial pattern" of 
knowledge in moving from the subsidiary and tacit (that which we are attending from) 
toward the focal and explicit (that which we are attending to). This comparison also 
highlights the "active character of language" and the "social nature of linguistic activity" that 
shows the bodily and social dimensions of learning through language. These issues are 
important for understanding what was being interpreted throughout this case in so much as it 
points to learning that is implicit and can not be told by the learners, yet that has 
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characteristics of a "symbiotic, interactive, and embodied" nature within language (Gill, 
2000,121). 
While I am myself still trying to learn about the nature of tacit knowing as embodied 
within my own observations, some of the implications of this learning with respect to 
education can be logically noted, even though it has not yet been well studied (even by 
linguists) in terms of the relationships between language and learning. Gill writes: 
The mystery of the tacit character of the ground of speech, as well as of all 
learning, runs counter to the fundamental atomism and reductionism of the 
modern Western heritage. In assuming that all phenomena will yield to an 
analytic breakdown of their basic elements, we also presuppose that 
knowledge is composed of a quantitative accumulation of these essentially 
independent and isoalatable conceptual units. However, the plain fact of both 
experience and logic is that no one has or can isolate any such atomic 
building blocks of meaning. The fundamental "given" of experience is far 
more holistic and organic than such a view will allow. (2000, 123) 
Thus, based on the work of Michael Polanyi, Gill has situated the understanding of tacit 
knowing within its significance for education and learning. Unknowingly, he even describes 
several of the core characteristics of holistic education (which are described in Chapters 4 
and 7). As Gill compares Polanyi with four philosophers in education, his comparisons 
highlight how Polanyi was distinct particularly from B.F. Skinner and in far lesser degrees 
distinct as well from Alfred North Whitehead, Carl Rogers, and John Dewey. He ends on the 
note of the possibility of interpreting Polanyi's thought as being "open to more a universal 
perspective with respect to cultural values." He believes that, "This interpretative posture 
would then open the way for a more inclusive approach to the question of multiculturalism in 
the educational curriculum." Coming from the perspective of holistic education, Gill's 
conclusions seemed quite inadequate to me. However, the limitations of Gill's work may be 
that he is simply not familiar with holistic education—in theory or practice, and where he 
leaves off is where the interpretations of this study (and many other works in holistic 
education) start from. 
Rather than trying to fit this case study into Polanyi's framework for "tacit knowing," 
I mention Polanyi (and Gill's work about Polanyi) as possible analytical and interpretive 
tools for understanding this research, and for taking research about holistic education further 
in the future. I only learned about the depth of Polanyi's philosophy after I had completed 
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this study, which seems to lend itself to a style of grounded theory and which is in keeping 
with the findings of this study in terms of the relationship between experience and theory 
(see pages 207-209). Thus, the remainder of this study uses a simple framework for inquiring 
into different types of knowledge, which I developed as the study unfolded because it 
appeared clear that there were different types of learning in which holistic educators were 
engaging themselves, knowingly and unknowingly. 
Returning to my earlier example from Chapter 1, just as one can see the importance 
of differences between knowing about love versus knowing of love, so too can one argue that 
knowing about holistic education is different from knowing of it, knowing about learning is 
different from knowing of it, knowing about fear is different from knowing of it, and so on. 
From this, it follows that the acquisition of these fundamentally different types of knowledge 
depends on the nature of the knowledge. The methods employed in the analysis and 
interpretation of this study begin to pry at the nature of these different kinds of knowledge. 
Summaries of the initial data for this case study were somewhat straightforward, as I 
examined and categorized the claims, concerns, and issues of participants, with attention to 
divergent or convergent agreements among and across perspectives, as suggested by fourth 
generation methodology. (See Appendix A and Appendix C for the two primary summaries 
concerning this initial level of data analysis.) 
When examining participants' tacit knowledge, or even more difficult their 
"acquisition of tacit knowledge" (i.e., their "learning of it"), this analysis took on another 
layer of complexity. The codes developed for this second level of analysis were basically an 
extension of what appeared necessary to inquire into four areas: 1) indications about 
participants' acquisition of tacit knowledge concerning holistic education, 2) their notions 
about learning and teaching that indicated their implicit meaning structures, 3) the frames of 
reference that indicated the perspectives from which participants were speaking, and 4) their 
conceptual understandings concerning action research. While these four sets of codes may 
not have all been necessary to inquire into the teachers' tacit knowledge, I knew of no other 
research that examined tacit knowledge within holistic education, so this was the ground 
from which I began to tinker more with the data. In retrospect, the first two sets of codes 
were most helpful with the analysis and later interpretations concerning the teachers' 
63 
acquisition of tacit knowledge ("learning of'), while the second two sets of codes were 
helpful in general descriptive summaries about this case. See Appendix B for notes about 
these four sets of codes that were developed and used for this study. In addition to these 
codes, many other codes were tinkered with as well, which seemed more or less of value for 
the particulars of this study and not necessarily for holistic education at large. 
Participant/Researcher Agreements 
The research methods for this case also involved the development and discussion of 
school and participant agreement forms. In brief, the research agreement and consent forms 
described in common language what each school and teacher could expect by participating in 
this study. They summarized the reasons for the research and provided a logistical account of 
anticipated concerns about the phases of research, time frames, and how I intended to 
approach such matters as classroom observations, tape recording, and confidentiality. 
In retrospect, I believe that I was too thorough in these reports (the school agreement 
was 22 pages single-spaced, and each individual participant agreement was 3 pages single-
spaced). While the individual agreements were written in accordance with the university's 
"Institutional Review Board" specifications, the school agreement was just too cumbersome 
for any non-researcher to have the time or inclination to review carefully. It showed that I 
was being thorough, but it may also have caused the school principals to be more nervous 
than was necessary. They were already new to holistic education and to action research, and 
then to pile on top of that another set of descriptions about another research methodology 
seemed a bit much. Also, many of the details that I put into writing were actually more open 
to change than a written agreement seemed to imply, thus making more stagnant some of the 
issues that might have evolved in relationship to the participants if I had not been so 
concerned with advanced agreements. Later (though prior to writing Chapter 6), I saw these 
agreements as being about the insecurity and fears of myself as a novice researcher and less 
having to do with the more important participant/researcher relationships. 
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Generalizabilitv. Validity, and Limitations of the Case 
As alluded to in Chapter 2, case study research must work as a balance between 
generalizing and developing an understanding of the particulars within each case, with more 
weight placed by necessity on the latter. Robert Stake explains: 
The search for particularity competes with the search for generalizability. 
What all should be said about a single case is quite different from what 
should be said about all cases. Each case has important atypical features, 
happenings, relationships, and situations. Pursuit of understanding of those 
atypicalities not only robs time from the study of the generalizable but also 
diminishes the value, to some extent, that we place on demographic and 
policy issues. (2000, 439) 
Thus, what can be said about the Educaré case is different from what can be said about 
teachers at other holistic schools, which is different from what can be said about action 
research for educators at large. Perhaps more importantly to note within a naturalistic 
paradigm, where multiple constructions of reality are acceptable, is that the classic concept of 
generalization itself has a number of problems, which are beyond the scope of this work but 
which have been well delineated by other authors (Lincoln & Guba, 1985, 112-119). 
Fortunately, there is an array of alternative ways to reconsider the role of generalizations and 
need for establishing external validity within qualitative research (Merriam, 1998, 207-212). 
Robert Stake, for example, was the first to build the case for "naturalistic generalization" 
which is derived from personal experience, tacit knowledge, and intuition, rather than 
empirically-based evidence, as a means for extending readers' understandings (Lincoln & 
Guba, 1985; Merriam, 1998). 
To build the validity of this case, I shared the drafts and final reports with as many 
participants as seemed appropriate to the situation, to get their feedback for making revisions. 
During the writing of the case, I also shared it with several critical friends for their less-
involved (more detached) views about the structure and balance of how I was telling the 
story. However, even with these types of validity checks, the case is still limited in that 
holistic education is not yet a well-established field and the reviewers whom I chose were 
those with somewhat similar views about holistic education, because without somewhat 
similar views, their feedback would likely have been too varied to make it fit with this case. 
For example, I would not choose someone deeply attached to Waldorf perspectives (which 
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could be considered as a particular form of holistic education) because a strong commitment 
to that approach may well clash with a more "generic approach" to holistic education, which 
is not committed to one philosopher's perspective (see also page 67). Further conflating the 
issue of external validity is that definitions are particularly limiting during the early 
establishment of a field because many within the field have not yet defined the boundaries of 
what they do as distinct from traditional or progressive approaches to education. In this way, 
early research in the field is somewhat self-defining. 
Within case study research, questions also arise concerning the duration of the case to 
be studied. For this particular study, the research was able to prevail for the entire life of the 
school being studied, as I started working with Educaré four months prior to the teachers' 
starting (though I was not hired until after they had been hired), and I stuck with it for the 15 
months that the school existed. What limited this study, then, was not the duration of the case 
but the duration of the school. However, given the number of small and unique schools that 
come and go without ever having been known or written about, this may be considered as 
much of a benefit as a limitation. It is a limitation in so much as teachers were hardly familiar 
with the philosophy of the school before their action research was under study, and then by 
the last three months of the school, they were necessarily looking ahead for other life/career 
opportunities, which impacted their capacities to give attention to the needs of being holistic 
educators. It is a benefit in so much as any school that is daring to step outside the cultural 
norms or current paradigms for conceiving of what needs to be learned (by students as well 
as teachers) will often face similarly difficult conditions. 
Starting from this study's epistemological framework and narrowing in from there to 
its particular methods and issues of data collection and analysis, this chapter has shown 
readers the backdrop for how this study was developed. When trying to study something, like 
holistic education, that involves learning that is implicit, perhaps even tacit, it seems 
especially important to be as explicit as possible so that the implicit and tacit issues can 
emerge more clearly in contradistinction. As mentioned in the previous chapter and as you 
will see in the chapters that follow, there were some major elements that were affecting the 
school that were both implicit and tacit; and it was only during the write-up of this research, 
when I became as explicit as possible, that I began to see more about that which was 
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implicitly, yet directly, impacting the teacher development program (which is what 
precipitated my writing of Chapter 6 as well as many revisions throughout the rest of this 
case). 
67 
CHAPTER 4. THE STORY BEGINS: ACTION RESEARCH INTRODUCED 
This chapter is primarily about the "story" of the action research program—how it 
was introduced to teachers, and teachers' initial "claims, concerns, and issues" about the 
program based on their classroom applications of action research. Because this action 
research program was introduced for the particular purpose of furthering teachers' holistic 
approaches to education, the chapter begins with an overview of what the teachers 
themselves were learning with respect to holistic education in the five and a half months 
prior to their learning about action research. Once the general framework of holistic 
education is established, I describe the teacher development week in which the action 
research program was introduced to teachers followed by a summary of participants' views 
after trying action research in their classrooms for 6 to 12 weeks. The chapter ends with some 
portraits of what some participants seemed to be learning o/holistic education, that is a 
sketch of the tacit knowledge that they appeared to be acquiring. 
Learning About Holistic Education 
Educaré Elementary School was, philosophically, founded on what has been called a 
"generic" approach to holistic education. This means that rather than following the teachings 
of any single holistic educator, the teachers instead were presented with an understanding of 
common elements that seemed to cross times and cultures. In the five weeks that they were 
given for teacher preparation, they spent two weeks getting to know each other through 
discussions about writings by philosopher and educator J. Krishnamurti (Krishnamurti, 1953, 
1981), one week learning about a holistic approach to child development (Luvmour & 
Luvmour, 1993), one week learning about a synthesis of six holistic education authors 
(Forbes, 1999), and one week on curricular and practical issues. Since the week that covered 
holistic education (where they were discussing the work by Forbes) seemed to be the one 
most relevant to this case study, that was the week in which I was invited to attend as a 
participant-observer. 
To give readers a glimpse into the setting for these early teacher development weeks, 
we were in a round room with maroon carpet, five large windows, two doors on opposite 
sides, located within an elegant conference center. There were two ceiling fans, and pretty 
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little off-white lights with green leaves on them, all around the room, as well as track 
lighting, which was usually turned off that week as most of the light came through the 
windows. The teachers wore their jeans, denim overalls, and casual clothes, and they 
periodically took breaks, eating fresh fruit that would then be scattered throughout the 
room—several bananas, grapes, watermelon, and apples sitting about, along with various 
water containers. It seemed a rather relaxed setting as Kent began the day by explaining: 
Most people come to Holistic Education out of something that's not 
intellectual. The problem is that that kind of stuff doesn't stand up too well to 
an intellectual argument, so that converting that argument to an intellectual 
argument is actually quite difficult. And I thought that was a great injustice 
because here's someone like Krishnamurti who has influenced [so many 
schools]...and yet it's not intellectual. (Field notes, 9/14/01) 
Kent explained that he wanted to share with the teachers an intellectual work that cut across 
disciplines (philosophy, education, psychology, sociology) and that would give the teachers 
words and concepts for talking about "what you've come to through your own intuition and 
insight." The day was filled with foreshadowing of expectations to come, with Kent saying 
things such as, 
And I want you to be aware of what I'm taking away from you with all this [a 
performance-based understanding for assessing one's pedagogy], I'm saying 
that you can't say 'I've done a good job' by seeing indications of students 
who can do this or say this; you can still say you've done a good job, but don't 
use performance as your assessment. (Field notes, 9/14/01) 
Questions infused the day, and the teachers were given an overview of the 338-page tome 
(Forbes, 1999) that they were expected to have read in the next nine days. 
Toward the end of the day, one teacher asked, "Are we going to have time to talk 
about practical issues of assessment, and things like that?" Kent and Robert simultaneously 
attempted to answer the question. As the school's principal, Robert was coming from public 
education, while Kent with 20 years in holistic education was usually the person to whom 
everyone (including Robert) turned for "answers," or at least insights that might help them 
prepare for the months to come. Kent responded, "Bernstein really answers that question 
directly," an answer that showed his own framework where the practical was not viewed as 
separate from the theoretical. (Basil Bernstein was the sociologist whose work is the primary 
focus of the second section of the book that they were about to read). Unsatisfied with Kent's 
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response, the teacher asking the question mumbled, "I mean as a team..." but no one seemed 
to hear her statement as the discussion went onward. 
At the end of the day, I made one of my few announcements, having just been 
informed by the main office that "Paychecks will not be here today due to U.S. Air Express. 
They should be here by Monday." Thus, we were all brought back to the reality of the week 
of 9/11/01 when most flights were canceled or altered as a result of terrorism on the other 
side of the country. Concerned about the teachers' finances, Kent asked "Now does this make 
a problem for anyone?" One teacher tried to make light of it, "Well, it makes the reading 
easier because we can't go out now this weekend." Meanwhile, Kent quietly went about 
finding a way to assist teachers who indicated to him that they were really strapped due to 
this setback of their first paycheck. 
Ten days later the group reconvened (having been through a week of "intense" 
learning activities about child development in the meantime). After discussing Sunday's 
picnic for families of children who would be attending the school a few weeks later, Kent 
next set the tone for the day: 
All right, let me open up this material with a few comments... We don't have 
that much of a tradition in the West of [self development], or the traditions 
that we do have tend to be arcane. We don't have that much of a tradition of 
working on oneself, and there is that more in the East. And there is the notion 
of [long pause] your inner life as a life-long project, or sometimes a project 
until you reach some kind of goal like Enlightenment or something. And in 
fact, I would want to encourage all of you, and in fact part of the reason you 
were chosen is that you were perceiving the importance of working on 
yourselves in a long, sustained, profound, and often painful way. And that is 
seen as a terribly important thing for holistic education ... because you can't 
not do that and expect children to do that. I mean you just gave a good 
example [referencing Chuck].. .and I've seen students and adults do this 
too... where they look at a small part of themselves, and suddenly an entire 
area opens up. 
So, I really do want to say this notion of working on oneself in a prolonged, 
sustained, and penetrating way is terribly important. So, I want to approach 
the discussion of this work as that... to approach this week as a very personal 
seminar. I don't want to lecture; I could [do that] every day for a month, but 
[it] would be of no benefit. What is important is how you see the material and 
relate to it, so I'd like to see most of this week as you carrying the seminars... 
I want you to start working together, because it's one thing to work on 
yourself by yourself (I have met Tibetans who spent 25 years alone in a 
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cave...), but at this point we're working together and we have to see each 
other as a resource.... No judgment, no right or wrong reading on this either. 
... Does all this make sense? If you haven't finished this reading, read 
furiously at night... Okay? Does all this seem right? (Field notes, 9/24/01) 
In the days that followed, the teachers did a lot of intensive reading, questioning, and 
discussion of what they were reading. No day was the same in the issues and concerns that 
would arise. Some days, one teacher would lead the questions, and other days, it was another 
teacher, often seeming to depend on what the reading had evoked for each. There were 
several times that I noted the men were more assertive in the conversations than the women 
who were a bit more quiet overall. There seemed to be no judgment of whether people were 
participating more actively or more passively; though, once Robert intentionally stopped 
participating having noticed that he was dominating and leading many discussions and 
wanting to give others more of a chance to speak. Although Kent put the "ball" in the hands 
of the teachers for leading the group, he participated his share as well, while leaving some 
moments for silence too. Every day, there was always at least an hour given (in addition to 
lunch) for what Kent called "punting"-reflective, quiet time (named after a boating activity 
in England, not the American football term). 
During the week, additional questions arose that seemed to express the teachers' 
ongoing "practical" and "curricular" concerns: 
Robert: So, what's the missing component? IF we go from a curricular 
standpoint, what's missing? ... (Field notes, 9/25/01) 
Douglas: Also, how do you practically make the jump to what you actually 
want to convey? ...I think we need to talk about it, rather than just process it 
theoretically. (Field notes, 9/26/01) 
Amanda: I think too the closer we get to the kids coming, the more 
concerned we are with the application of all this. (Field notes, 9/25/01) 
Clearly, there were times here and in the months that followed that teachers showed a 
frustration about what they seemed to view as gaps between the theories and the applications 
(or practices) of holistic education, a theme not uncommon to all of education and one that 
will be turned over and explored in a slightly different way in Chapters 5 and 7. For now, it is 
important to provide readers with an overview of the holistic education framework, or "the 
Theory" as these teachers sometimes referred to it, which served as their initial introduction 
for learning about holistic education prior to the school's starting in October. 
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The Framework Given to Teachers: A Generic Approach to Holistic Education 
Scott Forbes (1999) completed a detailed analysis of the sociological and 
philosophical precedents of Holistic Education, defining and locating the entire field in a 
systematic way within modern Western history (of the last 250 years). While I have heard 
that that this work was also used in several graduate courses in 2001, this may have been the 
first elementary school in which it was presented to teachers. Forbes had analyzed six core 
authors (whom he calls "the Authors" for simplicity's sake) whose writings form the 
underlying principles that have inspired many holistic schools and approaches to teaching: 
Rousseau, Pestalozzi, Froebel, Jung, Maslow, and Rogers. 
Through his investigations, Forbes described what he called "Ultimacy" as a central 
theme and goal of holistic education that can be found throughout the writings of each core 
author. First coined by author Paul Tillich (.Dynamics of Faith, 1957), this term "Ultimacy" is 
developed in slightly different ways in Forbes's work. In its briefest and simplest form, 
Ultimacy refers to two intertwining notions about (1) the highest state of being that a person 
can aspire to and (2) a concern or engagement that is the greatest a person can aspire to such 
as being in service to something sacred (Forbes, 1999, 12). This notion of Ultimacy was 
recognized by the earlier Authors with religious terms such as the "divine nature within" and 
by the later Authors with psychological terms such as "self-actualization" or "peak 
experiences." Regardless of the labels, which reflect the different times in which the Authors 
lived, Forbes showed how the notion of Ultimacy was identified as both a process and an 
end-state of human experience by all six Authors. More specifically, Ultimacy is shown as a 
central necessity of human development and therefore a principle concern of education as it 
guides what needs to be learned, as well as what facilitates the needed learning. An 
understanding of Ultimacy cannot be taught through instructional methods; it develops as a 
result of the unique life experiences of each individual combined with self-knowledge. 
Interacting with this notion of Ultimacy, Forbes found commonalties across the 
Authors that together form what he calls "sagacious competence." This notion of 
"competence" was not to imply "generic performances" as it is sometimes used in education, 
but instead Forbes drew from the work of Basil Bernstein: 
Competence based pedagogy involves the much more difficult to assess 
"procedures for engaging with, and constructing the world" which are 
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"intrinsically creative and tacitly acquired in informal interactions." (quoting 
Basil Bernstein in Forbes, 2003 in press) 
The five particular aspects of sagacious competence that Forbes describes are: 1) developing 
good judgment, 2) the ability to be free, 3) the ability to discover and refine values, 4) meta-
leaming, and 5) social-ability. These essentially form aspects of what I am calling "tacit 
knowledge" in this dissertation, and an important thing to keep in mind for this work is that 
this type of learning is distinct from the acquisition of accumulated knowledge. For example, 
it cannot be shown based on any particular "performance" of the teachers or the students, 
thus it is considerably less visible, often even to the learners themselves. In describing the 
"inherent processes" that facilitate the learning of sagacious competence, Forbes summarizes 
the views of Carl Rogers with respect to holistic education: 
Rogers frequently called the inherent process that facilitates the needed 
learning "organismic wisdom," as he felt that it was a facility of the entire 
human organism and not just consciousness. He felt that "conscious thought 
is full of fixed constructs" that interfere with perception and that a person 
needs to use "all his avenues of knowing: unconscious, intuitive, and 
conscious." To access these avenues, a person needs to "lay aside rigidly held 
preconceptions" and make use of "the pregnant void, the fertile state of no-
mind." Rogers believed that "all the capacities of the organism," some of 
which are "prelogical" and "intuitive" can sense a "gestalt: a hidden reality" 
long before consciousness can formulate a pattern. The more such an 
apprehension is "free from cultural values" and preconceptions, "the more 
adequate it is likely to be." (Forbes, 2003 in press, Chapter 10) 
When trying to give attention to all of these "avenues of knowing" as Rogers called them, 
one must get past these "fixed constructs" of conscious thought, and essentially look into the 
more subtle notions conveyed in the language and actions of the learners. Learning to read 
these "subtleties" of the learners' tacit knowledge goes beyond knowing about their learning 
styles or their attitudes, particularly the tacit knowledge that is connected with sagacious 
competence, and "that which makes Ultimacy possible." 
In addition to understanding the characteristics of learning and teaching that are tied 
to Ultimacy, observing teaching practices with an eye toward Holistic Education requires 
knowledge around other points of educational philosophy and the learning environment. 
Such points are perhaps best highlighted in Forbes's analysis and use of Basil Bernstein's 
competence-based pedagogy. Bernstein (1996) distinguishes competence-based pedagogy 
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from performance-based pedagogy with the latter being closely akin to most conventional 
schools of the past 200 years. In contrast, the competence model more closely describes the 
qualities of many educational alternatives. This competence model includes the following 
sets of social logic: (1) universal democracy of acquisition, which implies no deficits, only 
differences, in learning; (2) students actively and creatively constructing their world of 
meaning; (3) an emphasis on self-regulation as part of development in which students' 
meaning structures need no external shaping; (4) a pervasive skeptical view of hierarchical 
social relationships; and (5) a shift in the time perspective to focus on the present tense. 
While these qualities of social logic could describe many educational alternatives, Forbes 
(1999) adds two additional social logics as necessary to further distinguish holistic education 
based on his analysis of the Authors. These social logics are that: (1) Being comes before 
doing, and (2) Everyone in the process of education must be actively learning. 
From Theory to Practice 
In moving from theory to practice, Douglas described how he was viewing the 
"theoretical framework" and "context" of holistic education as a teacher at the school: 
When we're talking about holistic education, you know we have our 
theoretical framework that we studied the first four weeks, and then we have 
our continual discussions in the morning where we discuss Krishnamurti and 
other issues and our out-of-class learning, projects, art,  things like that. So.. .  
I'm just talking about that—a way of talking about the holistic education 
process in a way... I think of it as carving something out, in that sense, or 
carving out a niche, or getting people's minds in a certain way. And so when 
I use the word "context," I'm thinking all of us have an idea of what holistic 
education is, and that's the context that we operate in, so when we discuss 
things, and when we make decisions, and then we are observing children, 
that's the context that we have. (Interview, 4/25/02) 
With his usual style for generalizing, Douglas provided a nice overview of how he was 
viewing the context of holistic education as a series of connections between the "theoretical 
framework," ongoing teacher development through the morning teacher meetings ("our 
continual discussions"), and the ways that people had of relating with it all ("getting people's 
minds in a certain way"). Here, he may have been using the word "mind" in the way that 
Krishnamurti often did, as referring to something beyond the brain and the intellect, more 
encompassing of the whole person. 
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Using the term "mind" in the more traditional sense of brain/intellect, Frank 
described holism in a rather euphoric way: 
It cannot be taught, it has to be caught. Holism is integration, something 
beyond the mind. It's integrated with the mind, yes, the mind is a great tool, 
but it doesn't come from the mind, [pause] It comes from within a person, 
each child. And therefore we can only just, you know, create the invitation 
for it. We cannot make a curriculum for it. (Interview, 6/11/02) 
The reason that I call this description "euphoric" is that it seems to describe holism as if it 
were everything good: "integrated" and "within a person" and that a teacher facilitating a 
student's learning need only "create an invitation for it." In a sense, Frank summarized "the 
whole" in a way that might resonate with some holistic educators. However, the idea of 'only 
just creating the invitation for it' falls short of the more complex notions of teacher self 
development and understanding the students' learning processes described by many holistic 
educators. 
The two issues about holistic education that seemed to arise most often in both casual 
discussions as well as the formal interviews were that of (1) teachers' relationships to time, 
and (2) teachers' practices in relation to student choices. As for time, it was not unlike what 
one might hear in any public school setting: There was simply never enough. Even without 
the conventional constraints of any set curriculum or any particular pacing for getting 
through any curriculum, and even with only three to four students in each class, teachers still 
found that their time was always limited, often voicing time as a constraining factor. Sarah 
expressed it well: 
For myself being in a holistic school and the approach you take with 
education, we have to be patient, allowing a lot of free time. And I think in 
our culture, we have this fear of that, of not being busy, not rushing things, 
one task to the next. It's hard to just sit back and just let learning be natural. 
You go into any public school, and there's a blip on the board of what you're 
doing every hour, and they don't steer too far away from that schedule, and 
everything's laid out, with the standardized test, everything you're trying to 
do. So, here, it's hard because sometimes I feel like, "Oh, wow, my kids 
aren't doing that much today. We should be covering this and this and this" 
[speaking quickly] and "What have we done today?" and "Oh, sitting on the 
lawn looking at bugs is taking too long." Slow down, and look at it. There's a 
lot to be gleaned from that activity, and I think for some of the teachers, for 
myself, it's been part of the struggle... (Interview, 5/8/02) 
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Sarah showed an awareness of time as a cultural construction of rushing through things and 
being busy, and links it rather directly to an internal issue - "fear of not being busy" (not 
achieving, not getting things done). Then, she related personally with this fear by being 
vulnerable in showing how she herself was still restricted by it, by all the conditioning of 
culture and public schools, and then connected the issue back to her current situation with the 
students. While time could be viewed in this way as an internal issue, teachers rarely phrased 
it this way; usually time was viewed as an external constraint. This also alludes to the 
"quality of time" issue that Kent brought up when discussing teachers' concerns about time 
for action research (see page 88). 
Another difficulty that most of the teachers faced was how they related with students 
around the issue of student choices. Megan summarized this issue in some detail from her 
experiences with a group of 9-year-old girls: 
I've found that the kids, some of the girls in my class, just thought that they 
can do whatever they want, and chose whatever they want to do, and I've 
tried to tell them at the beginning of school, or the term, this term, when I 
started a science lesson, that we were continuing it through the term, and they 
were like "Well, we don't want to do this, so we're going to do our own 
thing." And I tried to explain to them that this isn't a totally free school and 
that there are going to be projects that you can do on your own, but there's a 
lot of things that I'm going to ask for you to do, and I want you to trust in me 
that it's something beneficial for you. And I've even had some parents come 
and say, "Well, I want my child to do what they want to do." So, there is, 
there's a lot of conflict there, even with parents supporting that. (Interview, 
6/6/02) 
In this example, we see a teacher who had prepared a science lesson, and then met directly 
with the resistance of her students (not unlike the resistance Kent faced with some teachers 
about action research). She faced this resistance by trying to call on relationship ("I want you 
to trust in me"), which could also be seen as asserting her own authority. Megan came at this 
issue of student choice from a variety of viewpoints by trying to find ways to engage students 
to try new things without the blatant use of rewards or punishments. She also stepped back to 
take note of the larger context, where it is not just that the students seemed unwilling to try 
certain activities, but that they were encouraged by their parents "to do what they want to 
do." Megan was not alone in visiting and revisiting this issue of student choice; Douglas 
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frequently discussed with me his concerns on this matter, and the other teachers came to it as 
well from different angles such as student motivation and creating age-appropriate activities. 
These two examples of teachers' views concerning time and student choices also 
indicate the teachers' tacit knowledge. What they say about each topic could be considered as 
a tapestry that weaves together their accumulated knowledge (what they have learned about 
these matters) and their tacit knowledge (what they have learned of these matters). What they 
talk about is what they were attending to—their accumulated knowledge, while the tacit 
knowledge is indicated by the more proximal terms of what they were talking from. In their 
narratives, this is indicated by their implicit notions of teaching and learning, as well as by 
underlying notions of what time is, who the student is in relation to the teacher, etc. 
For now, let us return to the issue of accumulated knowledge in terms of how and 
what the teachers learned about action research. What follows is a descriptive summary of a 
report that I wrote after observing the teacher development week in which Kent was 
presenting this program to the teachers. It was written for the program participants as part of 
the initial phase for developing this case report. 
Action Research Introductory Week: A Descriptive Summary 
Description of February 11-15, 2002 
Compiled for Program Participants 
Introduction 
As I develop a case about the Educaré Teacher Development Program in which you 
are participating, it is important that the descriptions I write be considered reflective of the 
situation and your own experiences as participants. The primary purpose of this report is to 
frame the "baseline data" or starting point description from which the action research 
program began. Another purpose of this report is to provide you with an "extra lens" for 
seeing these development activities. Over the next few months, I will provide these 
"summary reports" periodically after each set of observations or interviews in which you 
have permitted me to be part. 
As you engage in this research process, please remember that a critical aspect of the 
research methodology that I am using is openness. It is important for me to be open with you 
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all about what I'm doing and how I'm doing it, and equally important that you as participants 
are able to share openly with me your real concerns. These concerns, claims, and issues are 
in turn shared with the others so that they have an opportunity to respond to all the issues 
about the program. This is called responsive focusing. During interviews with others, 
confidentiality will be maintained because I simply say things like, "Some participants have 
expressed concerns about . Based on your experiences, what do you think about this?" If 
there is ever an issue that you would prefer to keep between yourself and me, I will honor all 
such requests, as long as you are explicit about it. 
In reviewing this particular report, please consider the following questions: 
1) Do these descriptions miss anything that you would consider important? 
2) What, if any, claims, concerns, or issues are embedded in this description about 
the AR program with which you do not agree? (A "claim" is any assertion by a 
participant that is favorable to the program that is being researched. A "concern" 
is any assertion that is unfavorable to the program, and an "issue" is anything 
about which reasonable persons may disagree.) 
3) Are there any issues or concerns mentioned in this report to which you may have 
given attention during the first week that you learned about action research, but 
which are no longer of concern to you? 
As you may have begun to notice with your own action research projects, analysis 
and interpretation are important aspects of research. Due to the participatory nature of the 
methodology that I have selected, I'm holding off from much "coding" of this data until I 
hear more from you, the participants. 
Please feel free to jot down notes about your inner reflections or reactions as you 
read what I have written. You can circle any issues that stand out for you, cross out things, 
draw funny pictures, anything that helps you to remember when you speak with me about 
your responses to this descriptive summary. 
School Culture during the Week of Teacher Development 
At the broadest level of this case is an understanding of the school culture. This 
program was not started during the ordinary day-to-day activities of teachers and students, 
but during a special week that is set aside each term known to this school as "Out of Class 
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Learning Week" (OCL). This phrase is actually in reference to the students, not the teachers. 
This is the week that falls mid-term during each quarter in which students get to do activities 
outside of the classroom. With this being the first year of the school, it was decided that 
students would be under the guidance of Educaré's Outdoor Education staff while the 
teachers would engage in activities facilitated by Kent as the Director of Education. Thus, the 
teachers are quite literally "in class" all week, while the students are out of class. 
During the fall quarter's OCL, the students built shelters, cooked meals, engaged in 
cooperative learning activities, and endured a bit of rainy weather at a nearby state park. 
Meanwhile, the teachers stayed at the school and talked all week about current issues facing 
the school, mostly with respect to teacher/student interactions and school policies. 
During this winter OCL, the purpose as described to me by the Outdoor Education 
Director was to help give the students a better "sense of place," so that they would really feel 
it was "theirs." To accomplish this, there were many landscaping and maintenance activities 
around the school building in which to engage students, as well as providing them the chance 
to cook for one another (and for the Educaré staff as well). In addition, a concern of the 
school's parents is that they want to be more involved, and the OCL week provides a good 
opportunity for that. During the week, I must have seen almost every parent at different 
times, and a few parents were there every day all day. They each helped out in varying 
capacities, as their skills allowed, such as assisting students in the kitchen, going with 
students to distribute cookies, guiding students in sculpting clay leaves for décor of the foyer, 
helping plant trees, and directing a play that was performed at the end of the week. 
This "community building" atmosphere within the school grounds certainly had its 
impact on the teachers, on Kent, and on myself as participant-observer. We were situated in a 
classroom that happened to be almost in the center of this uniquely fan-shaped building. With 
large glass doors and windows at either end of the room, it was easy to look out at any given 
time to see much of what was happening. At one point later in the week, Kent guided a non-
obtrusive observation of a sensitive interaction that was happening in the amphitheater (a 
new student was going through some emotional difficulties with a staff member to support 
him); however, usually whatever was happening outside was a momentary distraction from 
what was going on in the classroom. The exception to this was the exercises mid-week when 
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teachers were asked to come up with a research question, make observations, and take notes 
about the students over extended lunches and other breaks. An unexpected and pleasant side-
effect of the OCL being on the school premises was that the students shared with us some of 
the "multi-cultural" meals and snacks that they were making, as well sugar cookies later in 
the week. 
Another part of the school culture that provided a diversion during breaks were the 
dogs, which I believe are a good reflection of the diversity of personalities involved with this 
school. Many people like to comment about Otis the big friendly yellow Lab who always 
loafs around during snacks and lunchtime. The younger students especially enjoy the little 
toy poodle Jangles who bounds about playfully like the puppy he is. These are the two 
"regulars" on the school campus. In addition, most of the week there was the black long­
haired Bingo, who stood knee-high and was always near to its owner—one of the OCL 
facilitators. One day I also saw a parent's stocky golden Akita, and on the first day a teacher 
brought her quiet, friendly mutt named Sophie. 
Classroom Setting: Room 5 in February 
Zeroing in on the particular setting of the classroom where the teacher development 
activities are held, like all the classrooms in the school, it is a carpeted room with walls made 
out of rammed-earth that must be at least twelve feet high. The elongated shape of the room 
reminds me a bit of the Iroquois long houses, only with much better lighting, especially in the 
morning when the sun shines bright. The curved ceiling above provides acoustics for hearing 
even quiet voices. There was only one teacher whom I had difficulty hearing one day, and 
there were three people between us and she was facing away from me. 
Although the school has been operating now for almost five months, the teachers 
already seem quite accustomed to the picturesque building and the scenery all around. Their 
attentiveness to the presentation, with notebooks open and pens propped for note-taking, was 
such that it felt to me that we could have been in almost any university or school classroom. 
The uniqueness of the setting seemed to melt into the background much of the time. Still, I 
did notice that over lunch breaks several teachers liked to take bean bags and sit facing the 
open double-doors (especially on the sunny days) and look out over the wooded foothills 
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around the school. With it being February, about every other day was cloudy with light 
sprinkles, and at least two days were mostly sunny with some unexpectedly warm weather. 
The long walls are those on the southern and northern sides, and each one has a door 
in it that leads to the classrooms on either side. Each is decorated with the things one might 
expect to find in any elementary school classroom: white boards with colored markers, a 
bulletin board with science articles, student art work and projects, another bulletin board with 
student photos, and a red afghan with rows of brightly colored little ducks and xylophone 
players. There are Congo drums at one end, and three brightly colored bean bag chairs at the 
other end, with a bit of clutter here and there in between, as one might expect of any 
classroom for active 10 and 11 year olds. The individual student desks and chairs seem a bit 
differently shaped than many and surprisingly comfortable to those unaware of their special 
ergonomie design. 
Perhaps the most noticeable thing missing from many "traditional" classroom settings 
was a teacher's desk. In one corner where a teacher's desk might have been well placed was 
instead a sink with a small table next to it. On that table was a coffee maker, and all the 
works for preparing a hot cup of coffee. To the relief of several coffee drinkers in the group, 
one teacher had taken the initiative to make sure the necessary ingredients, including cream, 
were ready each morning. 
Presentation and Exercises: Descriptive Overview 
On the first day, Kent introduced Action Research (AR) to the group and the topic of 
question formation. He began the day by introducing some of the intellectual history of AR 
and Critical Theory, which he admitted "may seem obtuse to some of you, but I think it's 
important that you know it." Pausing several times to ask for questions, within the first hour, 
Kent had moved on to introduce the significance of question formation explaining how this 
topic related with issues discussed previously as far as "questioning our conditioning, our 
motives, our biases, our opinions." The teachers were relatively quiet in the morning, and 
Kent kept pausing to ask "Okay?" or "Is this making sense?" In the late morning there was 
much more discussion. The crux of the day was a series of brainstorming and discussion 
activities using the "hierarchy of concerns" as a tool for formulating useful questions. A 
small group brainstorming activity about areas of concern was followed by a larger group 
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discussion. After some reminders about needing verbs and specificity yet breadth in 
formulating the areas of concern, one of the more engaging discussions on the first day 
centered on gaining clarity about the topic of playing and learning. This area of "helping 
children to engage in productive play" seemed to trigger some intense inquiry and story 
sharing, which led to its reformulation as two areas of concern: "generating a love of 
learning" and "engendering self-discovery." After a late lunch that most of us enjoyed at 
Thompson's Corner, Kent facilitated a series of activities in which teachers took one area of 
concern and worked it into foci, questions, and then actions, with a brief discussion after each 
step down the hierarchy. 
The second day began at 9:06 with Kent recapping his claim of action research as a 
powerful tool for teachers and a brief review of question formation. The whole day focused 
on data collection, with seven little exercises scattered throughout the day designed to show 
teachers the advantages and disadvantages of various types of note-taking activities followed 
by discussions about how it went for teachers. During the first half of the day, the teachers 
(with some bashfulness) experienced seeing themselves on video. The video exercises were 
done so that the teachers could compare what they viewed with their subsequent notes; then 
Kent videotaped an "animated discussion" during which they were taking notes and could 
then compare what they saw to their concurrent notes the second time. During the second 
half of the day, teachers made an initial set of student observations over an extended 90-
minute lunch break, followed by a lengthy discussion of how it went for the teachers. 
The third day provided an introduction to data analysis. Having learned from the first 
two days of glaring sunshine, we began this day at 9:39, with a couple of general 
announcements, and a brief discussion on a BBC program that had talked about the new "3 
R's" of education being resilience, resourcefulness, and reflection. In the morning, after a 
general presentation about data analysis issues, the teachers were given about 20 minutes to 
analyze their notes from the day before. This was followed by an immediate presentation on 
how to look for patterns and themes for coding the data. Teachers were then given time to 
consider data grouping for their own notes, followed by a small group discussion. This was 
the day that we were given from 12:30 until 3:00 for lunch and a second trial of student 
observations, including time for independent data analysis of the observations. The day 
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ended with a 45-minute discussion about how the observations and analysis exercise went for 
each teacher. 
The fourth day began with a 15-minute presentation by me about the ethnographic 
case study that I'm developing, and the participatory nature of this research. I also handed 
out copies of participant/research agreement forms for teachers to review. Then, Kent 
presented interviewing techniques and moved right into the day's main topic of structured-
reflection. He provided about ten minutes for teachers to review their notes, then engaged the 
group in a 20-minute discussion of what they had learned in retrospect from their data 
analysis the day before. There was an extended 45-minute break due to a situation calling for 
the teachers' attention that arose with a new student. Between 11:40 and 1:00, four of the 
teachers tried the "structured reflection" exercise of focused questions and answers about 
each teacher's thinking around their data analysis. After over an hour lunch break, the other 
two teachers served as the inquiree (in the "hot seat" as one teacher called it) for the final part 
of the structured reflection exercise, between 2:10 and 3:15 p.m. 
The final day appeared to bring the course full circle, returning to the first day's issue 
of selecting good areas of concern, foci, and questions. Now, with a flavor for the detailed 
elements falling between the beginning and ending of a research cycle, overall the teachers 
appeared quite alert as they engaged in a collaborative, structured reflection for helping each 
other brainstorm. There was no presentation on this day at all. They engaged all morning in 
brainstorming from areas of concern to foci, from foci to questions, and from questions to 
actions/interventions, with about 15 minutes between each group brainstorming for 
individual reflection time. The day ended early at 12:50, so that we could all participate in a 
lunch buffet made by the students and watch a play that the students had prepared for 
everyone as the culmination of their OCL week. 
Understanding that activities may sometimes seem longer or shorter than they are, the 
actual time patterns of the week may be worth noting. I broke the days into specific time 
allocations to discover how much total time was spent in different activities each day. 
Following are the totals for the whole week, which came to less than 29 hours of activities 
(see Table 5). 
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Also noteworthy is the extent to which Kent facilitated movement between the above 
activities, such that there was rarely more than 45 minutes focused on any one type of 
activity before another type of activity was engaged. During the course of the week, the 
longest day was 6 hours and 40 minutes, and the shortest was 3 hours and 14 minutes, with 
the average being 5 hours and 38 minutes (including at least 90 minutes for lunches and 
breaks). The presentation time on any given day was broken into several components whose 
total was never more than 95 minutes in a single day, with always at least twice as much time 
spent doing and discussing exercises. On some days, such as Thursday and Friday, there was 
little to no presentation. Also, I never recorded more than a 5 5-minute lecture without the 
break of another activity, and even then there was a great deal of "question and answer" 
intermixed with the presentation. 
Table 5. Activities During 5-Day Action Research Workshop 
Activity Time Given 
Kent lecturing from overheads 
(including Q & A) 
4 hr, 39 minutes 
Exercises done individually 5 hr, 30 min. 
Collaborative exercises 6 hr, 8 min. 
Sharing/discussion on exercises 4 hr, 41 min. 
Subsequent note-taking and breaks* 6 hr, 22 min. 
Miscellaneous (i.e., moving chairs, 
adjusting video camera, etc.) 
1 hr, 14 min. 
* Subsequent note-taking is grouped with breaks because after each lecture/presentation or 
set of exercises, teachers were given time to take notes about it and time for a break as well. 
Whenever teachers were finished with their subsequent note-taking, they went on their break 
and this amount of time varied from teacher to teacher and from break to break. 
Participants' Impressions of the Week 
In terms of positive claims about the 5-day introductory program on action research, 
there seemed to be overall agreement that this was good material about a tool that would be 
useful to all the teachers in their practice. Most of the teachers also mentioned that the 
exercises were helpful, with three teachers noting that Friday's group activities were 
especially helpful. One participant added that it may have been more helpful if they could 
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have done Friday's "group brainstorming" exercise on Thursday. Another teacher also 
expressed that the second observation exercise did not seem to have enough practical 
application (where they had observed without participating on Wednesday), as this was not 
exactly like what they would be doing with their own action research projects. 
Some teachers were particularly expressive about how well the presentation seemed 
to "flow" for them. One stated quite clearly, "At first I didn't think it would fit my learning 
style, but the exercises helped and [Kent] did a great job of presenting." Another noticed that 
"so many levels of thought kicked in at the same time," and more "intensified energy" than 
usual seemed to be going through this teacher's thoughts. 
In contrast to these positive claims, the two primary concerns that were also 
mentioned by five of the six participants were: 
* Too much content in too short a time, such that some teachers had difficulty 
"integrating" what was being covered. 
• Not enough attention was given to the use of different modalities (visual, 
kinesthetic, etc.) for different learning styles. (The issue was mentioned 
specifically by at least two participants and implied by others.) 
The specific issues expressed within these two concerns were varied widely among 
the participants. For example, a couple of participants made comments about Kent's choice of 
methodology in particular, while others made only general reference to the presentation, such 
as "it was dragged out too much." As far as I could tell, the main concern was that the 
presentation was "too didactic," with the perspective that this may have amplified the 
difficulty of the material for some teachers. One participant suggested the analogy that it was 
like trying to teach someone how to swim where a day was spent mostly talking about it first; 
for those who are "hands-on" learners it might have helped to jump into some activities and 
"try it out" more, then fill in the details later. Another suggested that to have displayed books 
showing a different presentation of this material (and something visual to see) might have 
been helpful for them to review during breaks. It was also mentioned that the handouts were 
too wordy though they might be useful for reviewing the material at a later time. 
In response to similar concerns from teachers in another program, Kent addressed the 
reason for using a lecture style as follows: "Because it is not just something that you go into 
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blindly and then stumble along and find your way somehow to these conclusions. It's a 
methodology. You have to understand something of what it involves.. .1 mean I would love 
to know how to meet everybody's requirements. I don't know how to do that. I really don't, 
and that might be my shortcoming. But I don't know how to give people an experience of 
this, and then talk about it, when they have no idea what it is that they're engaging in. 
Research is sophisticated enough that you've got to get some main concepts before doing it." 
<End of Quoted Sections from this Report> 
The report concluded with a one page "What's Next?" summary, in which 
participants were given a written reminder about issues that I had verbally explained a few 
weeks before regarding research permissions and agreements, scheduling for follow-up 
interviews in the spring term and what they could expect from those. As teachers were busy 
with their own action research projects and teaching, they provided rather minimal feedback 
to this report that was given to them in mid-March. The feedback received was that it seemed 
accurate, one person quietly noted his disagreement with some of the other teachers' views of 
the program, Sarah joked about her dog not being a mutt, and two teachers expressed surprise 
at how easy and engaging it was to read (not what they expected from research). 
I was particularly surprised that none of the teachers made note of the timing chart 
showing the breakdown of activities. Several critical friends (who reviewed the report later) 
were immediately struck by how the actual times of activities contrasted with the teachers' 
perspectives of the program being "too didactic" and how it "dragged out." This might be 
explained by the fact that most of these teachers had never been exposed to qualitative 
research and some were a bit weak in their abstract thinking, so activities about research 
(which is an intellectual activity) may make the presentation of it seem longer than it actually 
is. Also, with Kent's demeanor being reposed and intellectual, that might have made his 
lecturing seem "didactic" to some. The following October when one teacher read the report 
again in the context of this chapter, she remarked on the contrast between the activities and 
lecturing times, versus how she remembered it being more lecture. 
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Summary of Action Research Program Feedback 
After teachers had tried action research in their classrooms for at least six weeks, I 
conducted individual interviews to find out how it was going for each teacher. I interviewed 
them about their experiences, concerns, claims, and issues with learning action research. See 
Appendix C for a complete report about their responses. 
As for concerns about the program (negative views that were identified), these 
revolved around the theme of difficulties or challenges that the teachers were noticing during 
their initial trials of action research. These included difficulties with the sequencing of the 
action research steps, pacing and focus concerns in their classrooms, note-taking distractions, 
and the challenge of being honest about one's own biases. Another concern about the 
program not mentioned by any of the teachers but recognized by the first principal and by 
Kent was the program's timing within the school. With all the teachers still being so new to 
holistic education, it was questioned whether it might have been more appropriate to wait a 
few more terms before introducing it to teachers. 
Teachers' claims (positive views that were identified) about the program covered a 
broader range of themes including claims about the benefits of action research for their 
teaching practices, claims about working with Kent, claims in "connection" to students, and 
claims about the general benefits of learning to use action research. Within their limited 
experience base, they claimed that action research was improving their teaching practices by 
showing them how their thinking patterns effected students and how little things that a 
teacher does can impact (and be meaningful to) their students. Several teachers commented 
on the benefits of having Kent's "added perspective" as someone with whom they could talk 
through their brainstorming of questions, their analysis of notes, or reflections on their next 
intervention. Several teachers discussed learning about themselves in relationship to students, 
though this was not commonly agreed upon and how teachers elaborated on this issue varied 
considerably. There was general consensus that action research might be a useful tool, with 
differing speculations about its implications within and beyond holistic education. After 
working with teachers for one and a half quarters, Kent also claimed that two of the teachers 
had internalized the action research, developing the knack for it their classrooms such that 
they could see its "simplicity" as well as being able to do it in a "fairly natural" and 
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"unstilted" way. In addition, there was one teacher (Sarah) who had appeared to struggle with 
the details of action research as she was learning it, but in a follow-up interview six months 
after she had left the school, she indicated how she was in fact finding what she had learned 
quite valuable and applicable to her new job with Head Start. 
As far as issues that were neither positive nor negative about the program, 
participants' views focused around the topics of question formation (one of the steps in the 
action research cycle), holistic education, student choices, student ages, and the time 
involved in doing action research. There was some discussion by one teacher about a 
perceived pressure to make questions that pleased Kent, which was implicitly (though not 
directly) agreed upon by other teachers in references that they made outside of interviews. 
Kent concurred that there is a common need to please the one who is seen as "the boss," and 
said that he gave them as much leeway as possible to counteract that pressure. 
Also embedded within teachers' responses to others' concerns was the issue of the 
program being required of teachers. A couple of teachers resented its being required, and as 
the researcher I questioned whether its being required was aligned with the principles of 
holistic education. According to Kent, it was part of the job, and just as having employees 
shave before coming to work was required for many men in white collar jobs, he saw nothing 
wrong with requiring teachers to engage in action research, or at least some type of activity 
that was geared toward personal and professional development. 
With respect to holistic education, one teacher noticed that implicit within their action 
research projects was the challenge "to stake out what the holistic niche is," a topic on which 
other teachers elaborated in different ways. This indicated that even though they had all 
learned about the same accumulated knowledge with respect to holistic education (via their 
5-week course prior to school starting), they each had widely varying meanings structures 
that they connected with the field. One focused on the issue of "free time" so that learning 
could be "natural;" another focused on the school as "a work in progress;" another on student 
motivation; two mentioned Ultimacy; there were some concerns about theory and practice 
within holistic education; and the topic of "integration" being "beyond the mind" was 
described briefly. With such widely varying meaning structures about holistic education, it is 
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little wonder that what was learned with regards to the acquisition of tacit knowledge was 
completely unique and personal to each teacher's own development. 
With respect to issues about student characteristics, teachers discussed how student 
choices and students' ages impacted their research projects. The selection of research 
interventions was seen as being directly impacted by whether or not students saw their 
participation in classroom activities as voluntary or not. When teachers chose activities that 
did not engage or interest the students, then they found the action research to be particularly 
"laborious." Another participant indicated that these issues related to student motivation were 
part of the nature of teaching itself, which action research seemed to put into relief. Feedback 
also indicated that some teachers were concerned about how the age of students impacts 
action research, with at least one teacher taking more time to reflect on age-appropriate 
activities for students as a result of her action research. 
One of the most often mentioned and agreed upon issues by all the teachers about 
doing action research is that it was time-consuming, and that finding time to observe and 
collect data, analyze their data, and write down their reflections was challenging for them. 
These comments were from teachers who worked 8 (or 8:30) to 4, with their students arriving 
around 9:00, and each teacher having the challenge of very small classes (which often 
requires more on the part of teachers as there are no extra students for peer tutoring or 
increased social interactions between students). Teachers also had a one-hour break each day, 
if they chose to take it by scheduling with another teacher to cover their class (with the small 
class sizes, it was not too difficult to combine two classes when necessary). Kent felt that the 
time issue was really more about the kind (or quality) of time and not the amount of time that 
made a difference in teachers' research projects. My interpretation of the time issue is that 
teachers who were giving of themselves so that they could create positive learning 
experiences for their students found the time, or made the time, for action research. Teachers 
who were implicitly more concerned about what they were getting from their Educaré 
experiences (such as social relationships with parents or the image of themselves as a holistic 
educator) found reasons why they could not make time for action research. 
In compiling the teachers' and Kent's feedback about the action research program, I 
also reviewed methodological concerns or issues related to this case research. Mostly the 
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teachers did not have much to say on these matters; however whenever at least one critical 
friend (or my adviser) and I were concerned about something, I noted it for participants to 
consider in a final draft of the summary report (Appendix C). Given the synergistic nature of 
learning, it is impossible to know the extent to which the process of these interviews and 
reporting them back to teachers impacted what the teachers were learning about action 
research, but it is certainly reasonable to speculate that it contributed in making their learning 
more explicit. 
After teachers received the first as well as second drafts reporting their claims, 
concerns and issues about the program, their feedback to me was minimal. In both drafts, the 
length and detail of the summary may have been somewhat cumbersome with the "so what?" 
question being less than obvious in the way that I presented the material. Several of them 
noted and seemed impressed by the amount of work that I had put into it and generally 
thought it seemed fine to them. When pressed for more feedback, one teacher responded that 
she could really tell which teacher she was within the responses, and she did not really like 
the image that she presented by her speech patterns. 
In retrospect, the interview questions that I asked (see Appendix C, page 251) were 
more geared toward their opinions about the program rather than their learning and 
experiences within their research projects. Many responses indicated what they had learned 
about action research (what knowledge they had accumulated from the week-long program), 
and not so much regarding what they had learned from their experiences and deduced about 
action research. It may be that inquiry into tacit knowledge is a tricky thing to uncover, and 
teachers were able to discuss what they were expecting to see and what they were expecting 
to learn, while being less able to see the new aspects of learning implied by their research. 
After all, that is the nature of what it means for something to be "tacit." 
Another limiting factor was the timing of interviews for this case study; as the 
teachers had been advised (by Kent) to try short cycles of research, I decided to interview 
them after they had been trying out their research for at least six weeks. This may not have 
been enough time for them to get a real sense of the particulars in being able to talk about 
their learning beyond the basics. Also, the fact that only three of the five teachers were able 
to discuss the particulars of their action research projects indicates the limited effort being 
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put into the classroom research by the other two. In fact, I later learned that two of the 
teachers had not really done any research in their classrooms, but were still trying to develop 
appropriate action research questions. 
What Was Learned of Action Research: Interpretations of Tacit Knowledge 
To counterbalance the learning "about" action research that was presented in the 
previous section, a closer analysis of each participant's interview was conducted to 
investigate evidence of their tacit knowledge of action research, or of holistic education. 
Interpretations from this analysis focus on aspects of tacit knowledge that appeared to have 
developed in relationship to the action research program. The order in which I present these 
interpretations begins with Frank whose learning I found most difficult to notice, and 
proceeds through to Megan whose learning seemed most explicit to me, followed by 
interpretations about Kent's learning and then my own. All that this sequencing implies is 
whose learning was more "visible" to me, which may have to do with common secondary 
values that I shared with some participants (such as my valuing of Douglas' abstract 
thinking, or Megan's questioning of her upbringing). An interpretation of Chuck's learning is 
not included as I was unable to get in touch with him for a final participant check on this 
chapter. In addition, some examples of learning with respect to the acquisition of 
accumulated knowledge are also given in cases where it seemed to help clarify the difference 
between tacit knowledge and accumulated knowledge. 
Frank's Attention to Values 
For me, Frank's learning was particularly difficult to see. He often claimed that he 
was a hands-on learner, and that he did not learn well verbally. As I am myself more attuned 
to words, this may have contributed to my own inability to see what he was learning with 
respect to holistic education and action research. Based on one interview, I was unable to 
identify any particular claims about what Frank thought he had learned from action research, 
or any indications with respect to his developing tacit knowledge. I noticed an indication 
about his notions of student needs when he explained how "holism" is "completely different" 
for each student: "Each might have totally different needs at different times, and they need to 
learn how to get in touch with that to communicate better, and not to just assume things." 
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Thus, it seemed that, for Frank, paying attention to the uniqueness of each student, their 
communications, and the teacher's assumptions were important aspects of meeting the needs 
of students. 
Trust seemed to be another important value for Frank, and it was clear that he never 
developed a trust in Kent as the facilitator. He seemed to resent the requirement of action 
research "because it's an outside demand that makes it contrived, not false, contrived, 
picking out things that have no purpose for me." For the most part, his answers within the 
interview all focused on elements outside of himself, outside of his control: the requirement 
of action research, the view of research as a "manipulative" tool, and how action research 
would "simply take away the time from other activities or energies," becoming "one more 
thing on a long list. .."For Frank, it appeared that he was never motivated to give action 
research a sincere try, and as a result, he did not learn from it. 
Sarah's Learning of Particular Students' Learning Processes and Herself 
During the interview with Sarah, she gave detailed descriptions of both her students 
and the action research project in which she was engaged. She stayed away from 
generalizations or summary statements about action research at large and focused on her 
experiences with it. There was even one instance where I noticed how she was relating so 
much with the particulars of her own situation that she seemed confused by generalizations 
beyond her immediate experience. 
Robin: Some claims were about the value of action research and how it 
integrates with this teacher's own approaches. He felt that it gives you a way 
to look at yourself as somebody else might look at yourself. 
Sarah: The action research of observing your class might help you see how 
others would see you? 
R: Yeah. Does that make sense? 
S: Maybe, some potential. In my moment of looking at [James while playing 
a tugging game initiated by the students,] I remember thinking "Oh I hope 
[James] doesn't win, but if he wins, he won't cry," and my notes, looking at 
my notes. Perhaps, an observer in the room at that moment maybe could have 
glanced across the room and seen the look on my face, and gleaned from the 
look on my face that I wanted [Johnny] to win. I don't know. It's an 
interesting statement; I'd have to think about it. (Interview, 5/08/02) 
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While it may be that the claim which I was introducing was difficult to get without a context, 
one can see how Sarah took it and immediately jumped to looking at a very particular 
experience of her own. This exchange (along with many others) helped me to notice more 
about Sarah's relationship to her experiences, which may be an important aspect of tacit 
knowledge. To Sarah, her experiences and their particulars seemed much more important 
than any theoretical generalizations. It seemed more helpful for Sarah to start from her 
personal experiences and then develop her own ideas and conclusions; going the other way 
around from others' ideas to seeing implications in her own classroom research did not seem 
to be effective or even sensible to her. While it may not matter whether a person thinks from 
generalizations to particulars or from particulars to generalizations, this learning style has 
implications for how one relates with students as well as with research and with other 
teachers. While working with the particulars of students may have been easier for Sarah, it 
was more difficult for her to learn about action research by starting with a general overview 
of it. In addition, she had difficulty relating with generalizations made by other teachers 
about action research. 
In describing the particulars of her action research project, she explained how her 
student James always won games and that she was starting to see that he really needed 
experiences of losing, but she felt bad for wanting him to lose. She reflected on how this 
might impact her research, which was focused on natural consequences. Through action 
research and developing observational skills, Sarah described herself as learning to broaden 
her view of her own relationships with students, how her particular responses and even her 
thoughts were making a difference in the classroom. Throughout her interview, she gave 
little descriptions about herself as a teacher and what she was learning, always in relationship 
with the students. In coding her interview, I noticed that her learning tended to resolve 
around noticing her own feelings, her history, the words she used, and how her actions were 
impacting students. These indications could be interpreted as her learning to be more aware 
of her own emotions and passions and how they were affecting the questions that she posed 
as well as affecting her students. 
93 
Douglas's Learning about Teenagers and of Holistic Values 
In his interview, Douglas gave indications about his notions of students with respect 
to authority issues and their perceived motivations, as well as several self-descriptions that 
seemed relevant to his tacit knowledge. For example when discussing expectations about the 
action research program in the context of his research question on the facilitation of students' 
learning about the issue of freedom, he explained: 
The other thing with expectations is that I just feel that the kids that I have, 
teenagers, the whole intervention is tricky because they always want to 
challenge your authority so to speak. Or, they want to ask "why" and they 
want reasons, and there's always .. .things going on, why, they ask why a lot. 
So a lot of your notes and reflective "why" stuff, so that the data you 
gather.. .[thought interrupted by another].. .and I don't know that they get 
resolved in the sense you know you can tweak your intervention somewhat in 
a certain way... Sometimes, you know I think [the students] ask ["why"?] to 
kill time, and sometimes they want to know why, and sometimes I think 
they're just stalling because they don't want to do the work. (Interview, 
4/25/02) 
This quotation reveals his notions of teenagers and pre-teens (as he was working with two 
13-year-olds and several 12-year-olds) as students who naturally wanted to challenge his 
authority, while also sometimes having the motivation of wanting "to kill time." As he 
reflected on his students' motivations, his own learning was being challenged in developing 
an intervention that would be suitable to teenage perspectives. These reflections give 
indications about Douglas's development of accumulated knowledge concerning concepts 
about teenagers with which he had been tinkering, though there is no evidence as to whether 
or not this assisted him in learning of their nature and relating with them. 
In addition, the above quotation illustrates how Douglas seemed to interrupt his own 
thinking as he was speaking to me (as one cannot actually find many complete sentences in 
the middle of the paragraph). His viewpoints and his grappling with the issues seemed clear 
enough, but implicitly putting words around it seemed to be what was difficult. It appeared 
that Douglas was trying to teach students about an issue that he himself was reflecting on 
more closely: freedom from authority. In doing this, evidence also indicated that he was 
simultaneously refining and learning of his own values: 
Then that's hard because you have to look at yourself too. ... to have to look 
at some hard issues, and then sometimes, you just find yourself saying [to 
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students], "I need you to work through this.. .you can't skip over it" because I 
want it to work. And I don't know if that's a particular holistic thing to say, 
but I do say it. I'll say, "I want you to spend a little more time with this 
issue." (Interview, 4/25/02) 
This quotation illustrates how Douglas was basically examining what it meant for him to be 
"holistic." He found himself saying or noticing things that did not seem to him "a particular 
holistic thing." In choosing to work at a holistic school, implicitly this indicated that holism 
was a value that he wanted to nourish, and he was knowingly acquiring knowledge about the 
challenges inherent in such approaches to education, reflecting on what may or may not need 
to be required of students for them to learn of or about freedom. A question arises of whether 
this indicates the acquisition of some type of tacit knowledge, or a reflection and mulling 
over of conceptual (accumulated) knowledge. My hunch is that he was learning of values 
through his reflections on action research, but I find it difficult to say for certain. 
Douglas's own teaching also indicated a lack of clarity with respect to learning about 
freedom versus learning of freedom. In trying to align himself with the values of the school, 
he was trying to teach the students about something concerning the nature of freedom, which 
holistic education has indicated is not something that can be "taught" as if it were 
accumulated knowledge (Forbes, 1999). 
Megan's Learning about Herself, and of Responsibility 
In an exchange with Megan, I asked her which aspects of "the Theories" she had 
focused on when trying to put them into practice, or when concerned about parents' claims 
that the teachers were not able to adequately put these theories into practice. She replied by 
discussing her own expectations: 
Well, even just one parent that was here from an [admissions] interview said, 
"When I walk through the classrooms, they seem cold and a lot like public 
schools." [R: Really?] So, and then I start saying, "Well, when I go through 
the classrooms, what do I see?" And I start to really look at it, and it does 
kind of look like a typical elementary school classroom. It's got computers, 
it's got books, there's math problems on the board. I don't know. I think that 
for myself, I kind of came here even with this huge idea, and this dream, that 
I'd had since college, to work in an alternative school that was more 
environmental and we involved the parents, and you know, we sang songs 
together, you know, just did all these things. And I don't know what 
prevented—I don't know really what's prevented me from doing some of 
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these things that I want to do, because I could start a whole sing-along 
together in the school, but there's something that's, I don't, there's something 
that's NOT being put into practice, and I don't know if it's my own feelings 
that I'm going to be told that's not right, so I just don't do anything? 
(Interview, 6/06/02) 
This was an intense statement that indicated some of Megan's vulnerability. She was looking 
hard at her own role in what was really going on at the school, and what was keeping the 
school from being "more" holistic. She approached questions about her own feelings and her 
fears of right/wrong and how it may have at times prevented her from teaching as well as she 
felt that she could. This indicates a certain knowledge that she was accumulating about 
herself so that seemed to enable her to pose deeper questions about the school's lived 
philosophy. 
In the above quotation, tacitly Megan seemed to catch herself mid-sentence in 
distancing from the problem: "And I don't know what prevented—" (as if it were an outside 
force), to bringing the issue more close to herself: "I don't know really what's prevented me 
from doing some of these things that I want to do." This may indicate that she was implicitly 
learning of responsibility, as she noticed (perhaps unconsciously) where she was placing 
responsibility as she was speaking. This implied learning of responsibility came about as a 
discussion on the reflective aspects of her action research. 
As she was learning to observe and take notes within her action research project, she 
interacted with Kent about it. She spoke about how something new would seem to emerge in 
relationship with Kent: 
Like the example I gave you yesterday about.. .the situation that had come up 
during my action research... Kent was the one that said, "Well, maybe it was 
this," and I hadn't noticed that before. ... he wasn't in there, and from what I 
was relating to him, he was able to say, "Well, have you looked at this?" And 
that was something that I hadn't seen before. (Interview, 6/06/02) 
She repeated herself in the telling of this interaction, almost as if amazed that through her 
descriptions of the classroom, Kent could make suggestions that seemed right on target to 
her. Rather than trying to see things for herself and take full credit for her own learning, she 
was willing to give Kent credit for helping her to notice new things. Few of the other teachers 
ever did this in interviews. According to holistic education, relationships are central to 
96 
learning, which to me indicates that her being able to give credit to another may have 
impacted her learning of responsibility. 
Kent's Learning of the Teachers' Learning and about Americans 
As this case is really more about the teachers' learning, I gave less attention to Kent's 
learning. As the program facilitator, he was not doing action research himself, and this study 
is about the efficacy of action research in helping teachers learn about and of their teaching 
practices within holistic education. Nonetheless, one of the premises of holistic education 
upon which this case has been developed is that the teacher's learning is an important, 
perhaps critical, aspect of what facilitates the student's learning. It follows that I need to note 
some of Kent's learning as well, as he was the teacher of the teachers. 
When asked particularly if he was learning, he affirmed that he was. He was learning 
of ways to introduce teachers to action research, and he was also learning how the teachers 
were seeing things, and becoming aware of issues that needed to be addressed more 
thoroughly for helping them to understand action research. He was also becoming aware of 
issues each teacher had in their classrooms that needed to be addressed more thoroughly in 
helping them to understand holistic education. Kent's knowledge seemed to me to be more 
predominantly tacit rather than accumulated because when he seemed to be most effective in 
working with the teachers he would often see things immediately with respect to the teachers 
that allowed him to interact without "thinking" about it. It did not appear as rash action, but 
as coherent responses to what was in front of him without mulling it over, or without 
premeditation of what to do or how to act. Of course, he was also learning about the staff 
over time as well (their interests, their styles, etc.). 
In addition, his having just lived and worked for 28 years in Europe brought with it 
many cultural differences that required much re-learning about the nature of communications 
with and the expectations of Americans. In one humiliating example, we can begin to see the 
distinctions of accumulated knowledge about cultures versus tacit knowledge. I once said to 
Kent, in a moment of irritation, that a teacher who was not getting something was "ditsy." 
This was a new word for him and from the way that I used it and the other things I said at the 
time, Kent (assuming that I would not say anything insulting about this woman who was also 
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my friend) interpreted the meaning of "ditsy" to be equivalent to the British word "fae" (or 
fairy-like), which essentially is a nice way of saying someone is a bit dreamy, distracted, or 
not well-grounded. Then, one day when interacting with that teacher and trying to explain 
something to her that she was having trouble with in her classroom, Kent told her that part of 
her problem might be because she was often "ditsy." The ramifications of what happened 
afterwards from that comment were almost unfathomable, as this teacher proceeded to be 
greatly offended but Kent did not learn about how he had hurt her feelings until after she had 
told all the teachers and several parents about his blatantly offensive remark. When this 
teacher's hurt finally came to his attention, Kent was able to put things right with the teacher 
(though the ripples going through the parent community continued). The significance of this 
episode is that it shows that Kent's learning about the teachers, the school community, and 
the culture was also of the accumulated variety, and sometimes it was learned "the hard 
way." This example also illustrates the miscommunications that happened as a result of 
(among other things) Kent's lack of knowledge about me and what I would sometimes say 
about friends when frustrated, about American jargon, and about American habits of 
politeness versus candidness. 
It may also be worth noting that Kent never told anyone that I was the source of this 
verbal misunderstanding, and only told me about it almost a year later as an illustration of a 
point he was making about something else. He had learned about me because of this incident, 
but he did not seem to have a need to teach me any kind of lesson from it. 
My Own Learning of Humility, about Values, and of Friendship 
Although I was not a participant in the action research program, to keep an even 
footing with the other participants, it is important to reveal some of what I also seemed to be 
learning with respect to the development of this case study (and from working at the school). 
For starters, humility has been a big lesson for me. It was as if I was beginning to see how 
my own fears of being "wrong" or my own lack of confidence and trust in myself kept me 
from saying things that I would see or from making interpretations that might offend others. 
For example, if I could have let my friend know of my frustration regarding something she 
had said, it would not have bubbled up so that it came out as a slight to her when I was 
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speaking with Kent one day. Unfortunately, just noticing one's fears is not often enough to 
change one's habits. 
On more than one occasion I saw the direct consequences of how talking about 
others, instead of with them, was impacting the life of the school, and I believe that this 
brought me to a new level of awareness of my own actions. For example, on another 
occasion Kent told me something privately (because he needed me to help draft a letter), that 
I then told one of the co-principals (which should have been Kent's responsibility but I took 
it upon myself to share the news), and within ten minutes there was a new rumor going 
around among the parents about the school's tuition. I cringed at how my words had 
impacted the perspectives of others, and accumulated another bit of knowledge about my 
own role in the rumors at the school, and about the value of not talking about all that I knew 
with my colleagues. 
I have also learned about the values of intellectualizing, second guessing, or 
discussing "what I should have done," and how they do no not help one to learn to act rightly 
in future situations. From this negative learning, I'm noticing more about the value of non-
intellectual attentiveness to the current situation, paying attention to myself in the present. 
This involves more than thinking before acting; it involves knowing the whole situation and 
being able to see the possible consequences without having to think through them. In the 
moment of action, one often acts without thinking, which is not a bad thing (or a good 
thing)—it just is. What this means, though, is that the tacit knowledge guiding one's actions 
needs to be well developed and aligned with one's developing values. Conceptually, I can 
describe in detail how I value relationships (accumulated knowledge about friendship), yet if 
I do things that show otherwise, it is of no value to rationalize or justify why I did what I did. 
Values, I have learned, must be aligned with right action, which means more than acting 
rightly because of some moral injunction to do so; it means understanding the meaning and 
implications of one's own actions and thoughts together as they occur, not afterwards. I see 
this as an example of learning about values, as well as learning of them, because these ideas 
were developed in relationship to my experiences as well as from bringing together readings 
from books. 
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In sharing the story about Kent and his calling the teacher "ditsy," my involvement in 
that story did not excuse Kent in his cultural misstep or the hurt he caused the teacher; he was 
humbled by it, learned from it, and acted with friendship toward me throughout it, and in his 
telling me of this story (almost a year later), a light seemed to go on for me about the nature 
of friendship and humility. In keeping with much that is discussed in reference to learning in 
holistic education, it was as if I was learning implicitly from the learning of another, and not 
because anyone was teaching me anything. 
Interpretative Summary about the Program 
In this chapter, I have attempted to develop an understanding of what was learned in 
the Educaré Teacher Development Program. I began by showing the framework for holistic 
education, within which the teachers were operating, a framework that has often been more 
intuitive than intellectual. In briefly summarizing what the teachers had been presented about 
holistic education and what they had experienced of it prior to their being introduced to 
action research, I pointed to particular concerns about the teacher's relationships to time as 
well as to their students' choices. While the teachers may have learned about these issues as 
they reflected conceptually from their learning about holistic education "theory," they may 
also have been acquiring tacit knowledge of holistic education through experiences at the 
school as well. However this knowledge was acquired, indications are that it was part of what 
was learned prior to the action research program. 
The teachers' issues concerning the amount of time required by action research might 
imply that they were sometimes concerned about what they had "to show" for their teaching 
in a given amount of time. Also, the interviews indicated that two teachers appeared more 
concerned about the time they gave to action research, than its possible impact on their self-
development. It is also reasonable to hypothesize that it may have been easier for them to see 
and focus on their students' learning rather than to see the value in their own learning, and 
their perspectives indicated that the action research took away from the time devoted to their 
students' learning. 
Another important concern was about whether this was the best time to introduce 
action research, particularly with all of the uncertainties that come with starting any new 
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school, with the fiscal uncertainties facing this school in 2001, and with the teachers all being 
new to holistic education (and the new levels of vulnerability which that seemed to imply). 
Also, in retrospect, Kent indicated that he felt it may be more beneficial to introduce 
participants gradually to each step of action research. 
Kent never relented on the issue that, in some way or another, teachers each needed to 
be working on their self-development (for the sake of the students, if not themselves), and 
action research had been one tool by which he was showing them a means to look intensively 
at their own teaching practices. When one teacher objected to action research being required 
of the teachers, its being required may have exacerbated relational tensions between Kent and 
this teacher (in combination with the intellectual bent of Kent's style and the nature of 
research, which the teacher also found objectionable), thus making it nearly impossible for 
this teacher to learn anything about or of action research. In accordance with most 
understandings of holistic education, the importance of each teacher's relationship with Kent 
as the facilitator was revealed in other ways as well. Within the action research program, 
interviews analyzed in this chapter pointed explicitly towards the positive impact of Megan's 
relationship with Kent; and evidence from informal interactions pointed to the importance of 
other teacher/facilitator relationships as well. 
Another pattern that revealed itself within a second layer of analysis into the 
individual interviews was that the teachers' capacities (or willingness) to be vulnerable with 
me as the researcher (and presumably with Kent as well) seemed to relate with the quality of 
details about their action research projects and their own learning that they shared with me, 
or that I was able to notice. Related to this, there was a distinct gender difference with this 
small group of teachers. With the two women, I was much more able to find instances of 
"vulnerability to learn" as well as instances of "experiential knowledge" in my coding. In 
other words, I could see how they were being vulnerable about their own difficulties and 
inner questioning, and I could see indications of how they were linking their own experiences 
to their "implicit theories" or generalizations about the action research program. I could not 
see this with the men, or what I could see appeared to be "stretching my interpretations" to 
try to see what may or may not have been there. 
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Reflecting on this gender difference, I am uncertain about its origin. It could be that 
because I am a woman, I was more able to notice what constituted instances of vulnerability 
from a woman's perspective, and what is seen as "vulnerable" for a man is not something to 
which I am so attuned. In fact, after trying to broaden my perspective on the meaning of 
vulnerability, I was able to find a few more instances for both Chuck and Douglas that might 
have been considered examples of "vulnerability to learn" for them, and Frank's 
vulnerability may have been within the content of his critiques about others. While I had 
been interpreting vulnerability as being about inward disclosure, for some people it may 
relate to their being daring enough to say what they feel no one else is saying, if that opens 
them up to counter-attacks. It could also be that with my being a woman, the men in this case 
were less able to "open up" with me in the way that they would with a man (or with a woman 
with whom they had a closer relationship). Similarly, perhaps I was subtly interacting with 
them in ways that did not create the atmosphere for openness as seemed to be more well 
established with Sarah and Megan. It could also be that there are some gender differences 
with respect to vulnerability and learning, which the men had yet to face as they learned 
within holistic education, ways of being in relationship to others which came more 
"naturally" to the women. In all likelihood, it is probably some combination of all these 
complex issues and other aspects of learning that I have yet to understand. 
Having examined the action research program at large in this chapter, it was shown 
how different teachers were learning different things about action research and about 
themselves, with a few common patterns with respect to learning about their own 
observational biases and becoming more aware of how their actions directly impacted their 
relationships with students. The next chapter takes a closer look at one particular teacher's 
learning within the program. 
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CHAPTER 5. THE STORY DEEPENS: MEGAN'S LEARNING 
This chapter is about one teacher, Megan, as she developed her understanding of 
holistic education, learned more about herself, and began tinkering with action research in 
practice. The purpose of this chapter is to take a closer look at indications of what one 
teacher was able to learn within holistic education during her first year at a holistic school as 
she began to engage in action research. 
Before beginning, it is important to recognize the uniqueness of this case within 
holistic education and why it was developed. Then, I paint a more detailed picture of who 
Megan was and how she might be viewed as "any teacher" in a public or private school with 
common ideals and dreams about reaching students in meaningful ways. In the midst of the 
chapter, I reprinted two summary reports that Megan created for the accrediting college in 
California to help her secure credits for maintaining her teaching license in another state. I 
show Megan's work without the interruption of my own comments and interpretations, so 
that readers can see for themselves how Megan interpreted her own learning. After each 
summary report, I then take two steps further with some analysis and interpretation, as I 
highlight themes that seem to underlie Megan's reports in the context of holistic education 
and action research issues. 
The Uniqueness of this Perspective 
As previously discussed, much of the learning for teachers within holistic education is 
often "invisible" due to its subtle and inner nature as teachers learn about themselves and 
their students. When looking closely at the elements of tacit knowledge described in Chapter 
4, one sees how it is indeed difficult to pinpoint within oneself tacitly acquired knowledge, 
such as the learning of one's own learning processes, of values, of responsibility, or of 
freedom. How do you know when you are learning how to learn, versus simply learning 
procedures and applications for a particular process, or simply learning about a topic? How 
do you know if you are refining your values, or simply rearranging your prejudices? How do 
you know when you have truly identified the authorities from which you are not yet free, and 
does that awareness really begin to free you from them? With respect to just the issue of 
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freedom, Paulo Freire has been perhaps one of the most outspoken educators on the 
complexity of freedom and its critical relationship to human development: 
The oppressed, having internalized the image of the oppressor and adopted 
his guidelines, are fearful of freedom. Freedom would require them to eject 
this image and replace it with autonomy and responsibility. Freedom is 
acquired by conquest, not by gift. It must be pursued constantly and 
responsibly. Freedom is not an ideal located outside of man; nor is it an idea 
which becomes myth. It is rather the indispensable condition for the quest for 
human completion. (Freire, 1970, 31) 
Although it could be argued that Freire expounds on a slightly different type of competence-
based pedagogy than what is at the core of holistic education, his understanding of freedom 
seems quite relevant to what the teachers in this case were examining with respect to this 
issue. In holistic education, oppression can be viewed as "having internalized the image of 
the oppressor," and the oppressor, for holistic education, relates to that which keeps one from 
"the quest for human completion" (or Ultimacy). Examples of oppressors include compliance 
with dehumanizing social expectations, cultural norms that deny the individual's view of 
reality, family or religious practices that have been adopted without consideration of their 
relationship to one's own needs and development, or the unquestioned acceptance of 
another's instruction without understanding one's own internal motivations. Not unlike 
Freire's portrayal of freedom, holistic education also considers freedom an "indispensable 
condition for the quest for human completion" (though perhaps not "the" indispensable 
condition), in so much as it is an aspect of that which makes Ultimacy possible (see page 71). 
Finally, and the main reason that I bring Freire into this discussion, is that his work also 
shows how such an internal relationship to freedom can be acquired and developed but to do 
so, "it must be pursued constantly and responsibly." 
What makes this case unique is that outside of "radical" adult education (as 
emancipatory work such as Friere's is often labeled), there has been little that I have found 
which examines the importance of such difficult issues as freedom or the internalization of 
fear and oppression in the context of teacher development. However, Megan's case and the 
fact that she was able to reflect on and write about issues relating to her own freedom (as 
well as her fears) begins to highlight the importance of this tacit knowledge (or competency) 
in the modern practices of holistic educators. 
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Another unusual aspect of writing up this case pertains to the difference between 
holistic education's understanding of a teacher in contrast to a case study's understanding of 
a participant. In holistic education, teachers are learners who, like the students, are viewed as 
unique human beings with particular experiences and beliefs that they bring to education, and 
having their own unique combination of learning styles. As described in Chapters 2 and 3, 
for a case study, it is important to show the uniqueness of the case as well as to make more 
explicit what the case has in common with other cases. Thus, in writing this case, I tried to 
show Megan's uniqueness as well as her commonalities with other teachers interested in 
holistic approaches to education. 
Based on my own experiences with alternative schools that use holistic, democratic, 
and/or progressive practices, teachers rarely seem motivated to write about what they 
themselves are learning. While there are a number of accounts about students' learning at 
such schools (Aiken, 1942; Dennison, 1969; Greenberg, 1987; Mercogliano, 1997), there is 
little developed specifically about the teachers' learning. In many small schools that I have 
visited, not unlike traditional schools, teachers have their hands full in their interactions with 
students, and other staff have their hands full with trying to start a school that is "not 
mainstream," such that writing, much less doing research, is rarely a priority. Except for 
when teachers with such interests enter graduate studies (Borst, 1995; Conti, 2002; DeSousa, 
2000), little seems to get written about the learning of holistic educators. Megan herself 
would not likely have written about her learning had she not been motivated by the external 
credits that she needed to keep her credentials in Indiana. In some ways, the care and concern 
that I see being given by holistic educators to their students without the need to document 
their work seems to underscore that this is really not a performance-based pedagogy but one 
based on the competence built through relationships. Thus, this case is also unique in its 
attempt to portray more about the learning and experiences of holistic educators. 
As a researcher, I chose to analyze Megan's case more closely, using a similar 
analysis as I had for looking at all of the teacher's interviews (see Appendix B for a summary 
of the codes analyzed.). The difference was that in addition to the spring interview about the 
action research program, I also interviewed Megan at the end of the winter quarter about her 
perspectives as a co-principal, and I interviewed her in the fall after most of the other 
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teachers had been laid off. Plus, she created two summary reports about her work in relation 
to her teacher development that provided insights that were unavailable for the other 
teachers. Thus, there was simply more data available to examine Megan's learning within the 
action research program and her learning while working at Educaré Elementary. 
A Portrait of Megan 
Megan was 27 when she began teaching at Educaré Elementary. During her initial 
teacher training in Indiana, she was especially interested in psychology, and had seemed to 
warm to an idea suggested by a career counselor that she consider special education, perhaps 
in a private school where she could try "alternative things," such as using outdoor education 
for "helping troubled kids" without the use of drugs. For her first job out of college, she was 
a social worker for nine months, as that was all she could find while she was still finishing up 
her teaching license. Then, she moved to Oregon where she taught special education in a 
public high school for two years. Still wanting to do something a little more "alternative" and 
wanting to be closer to her sister and newborn nephew in San Francisco, she did an Internet 
search for "alternative schools" in California, which is what led her to applying at Educaré. 
Although Educaré Elementary School was not especially for "troubled kids," it was certainly 
"alternative" to most public and private schools. 
As she began teaching at Educaré in October 2001, she initially worked with a group 
of three 11 -and-12-year-old boys. At the end of the first term in December, when it became 
clear that the school was not attracting the "critical mass" of students that it needed, Robert 
(who was the school's first principal) was asked to engage in more active "student recruiting" 
efforts. This required him to be absent from the school much of the time, which precipitated 
the decision to create a co-principalship, and Megan was asked to become the co-principal. 
This was a position of responsibility that I viewed as the liaison for addressing issues that 
would sometimes arise between teachers, parents, and students. My impression had been that 
Megan was asked to serve in this position because she had a developing sense of holistic 
education that had not blossomed so much yet within the other teachers; plus, everyone liked 
her, as she seemed to get along the most easily with the other teachers, with parents, and 
perhaps most importantly with Robert. Privately, Megan had puzzled over why it had been 
she, rather than one of the other teachers, who was promoted to this position. She explained 
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to me some months later, "I felt like I was put into this position because I was a 'Yes Girl,' 
... and that made me really insecure about what I was going to do" (Interview, 10/09/02). 
When I questioned her about this interpretation and suggested an alternative explanation, she 
replied: 
...I guess there are two ways of looking at it. I feel like I do have good 
relational skills with people, but I don't know how much of that is because I 
just give in to them, because I want to please people. I want to be your friend; 
I don't want to be in conflict. And [Kent] knew that because up-front I told 
him, "I don't like confrontation." And I'm trying to be stronger as a person, 
but I'm not a very strong person. ...So, I didn't think of that [the alternative 
explanation for the promotion]. I actually told him that I wouldn't be good in 
this position. (Interview, 10/09/02) 
When I asked Kent about this perspective concerning Megan's view of herself as a "Yes 
Girl," he said, "No," that had not been a consideration of his at all, but that her promotion 
had been based on her qualities and perceived capacities for leadership, and he showed 
concern about Megan's feelings with respect to her interpretation of his decision. Her 
interpretation about this promotion, however, indicates several possible issues of significance 
to this story. First, it indicates a lack of confidence in Megan about her own capacities. By 
being promoted into the position of co-principal when she did not yet have much confidence 
in her own leadership, her own self-development may have became more important to her, so 
that she could "live up" to the new responsibility that had unexpectedly been given to her. 
This may have impacted her willingness to engage more fully in the action research program 
than any of the other teachers. Second, her interpretation also implied some rather tough 
questioning of Kent's motivations, which points to fears and relational issues that seemed to 
create tensions at the school, which are discussed more in the next chapter. 
Finally, Megan's view of herself as a "people-pleaser" also indicates several issues 
that may be relevant to her acquisition of tacit knowledge. First, it shows some level of self 
knowledge, that she was looking at herself in a critical way. Whether it is accurate or overly 
critical is beside the point; the fact is that she was questioning herself, her motivations, and 
her capacities. More specifically, she seemed to be setting the stage for beginning to look 
into her own "freedom from others." She saw herself at this starting point where, "I want to 
please people. I want to be your friend; I don't want to be in conflict," and from this position, 
she seemed able to question the reasons behind how she had always been in relation to 
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others. For example, in describing what she had learned from her experiences at Educaré, she 
explained this very issue: 
I was like a pleaser... I just did for teachers, for parents, I did everything to 
please them. When you realize that, I mean Krishnamurti even points it out, 
that is just kind of a simple-minded thing, that you're really not thinking 
about anything when you do that, which I agree, so it was something like, 
"Whoa, I've really got to change some things." That's a huge lesson for me. 
(Interview, 10/09/02) 
In this way, Megan was open to an inquiry into some tough issues regarding her own 
motivations and their source. It was as if she were looking implicitly at her freedom from the 
need to please others by first becoming aware of her habits in that direction. 
Seeming a bit uncertain about what the duties of co-principalship entailed, Megan 
kept her primary attention focused on teaching. In early February 2002, another teacher (who 
had also become a friend of hers) left the school, which she found to be an emotionally 
difficult situation, explaining that "[Peggy] being gone is a huge change" was part of the 
school's context as the teachers entered the action research program. After some discussion 
about how to handle this change in school dynamics, the teachers decided that it would be 
best for the students' development to move Megan's three boys into Douglas's older group 
with two 13-year-olds, and put Megan into Peggy's classroom with the 9-year-olds. So, in 
addition to her new responsibilities as co-principal, Megan was shifting to teaching a group 
of three girls and one boy (the only class in the school where girls outnumbered the boys). 
This was the context into which Megan was entering the action research program, and she 
explained it as a "huge difficulty": 
Well, first for myself, I've changed classrooms and students, and that's a 
huge difficulty for me to do action research on, just being fresh with these 
kids. And, trying to find the right question and the right area of concern for 
this group of students that is new to me. (Interview, 02/27/02) 
This was one of the first concerns that Megan mentioned about the challenges for teachers in 
getting started with the action research program, which indicated her priorities. She was 
looking at her relationships with students, and how she was new to them (and they to her), 
side by side with the "lightness" of finding an appropriate area of concern and question for 
focusing her action research project. 
108 
Now that readers have some background about Megan, following is a summary by 
Megan herself about how she was viewing her teaching practices in the context of learning 
within holistic education. This summary was written about her first quarter at the school, 
compiled about nine or ten months later, based on journals and notes that she had taken. The 
title was selected by me because Megan's original paper had simply reflected the name of the 
college course in which she was applying for credit; I renamed it "Expressions of Holistic 
Education" because her understandings and approaches to holistic education, like that of all 
holistic educators, seemed to be a unique expression of who she was. 
Also, I think it is important for readers to know that upon request, I gave Megan a 
little help with her writing. She was concerned about how her writing would reflect on the 
school and the action research program and she wanted it to sound good, and since I had a bit 
of experience with writing, she asked me for my comments. Except for a few phrases that I 
assisted her with, almost all of the words and certainly all of the stories are her own. I simply 
suggested some ideas to give more context to her writing, such as: "What did you mean by 
? What does this example about the students say about what you learned about your 
teaching?" 
After she had completed her first drafts for the accrediting college and I reviewed 
them, I was immediately struck by their straightforwardness in showing Megan's learning, 
and I asked her if I could include them in my dissertation. So, she was aware while revising 
them that they would likely become a part of this case report as well. 
Expressions of Holistic Education, by "Megan Fielding" 
(Reprinted with Megan's Permission) 
This paper is a synthesis of my notes, applications, observations (made as 
follow-up reflections from readings), and discussions about these books: 
Krishnamurti, J. Education and the Significance of Life. Krishnamurti, J. Letters To 
The School: Volume One, Krishnamurti, J. Letters To The School: Volume Two. 
Forbes, S. Holistic Education - A Philosophical and Sociological Analysis, and 
Luvmour, S. & Luvmour, J. Natural Learning Rhythms. All of these books relate to 
holistic theory in education and Natural Learning Rhythms (a holistic approach to 
child development), and I have attempted to relate these readings to my daily 
joumaling of the classroom and school development. Through reading these books 
and attending a month long course that was based around holistic theory, I began to 
question my past educational experience. 
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For the first time, I realized that good behavior is in essence the absence of 
self. I think as I look back on my life, I was a people pleaser and was rewarded for 
my behavior. Through this month long experience of self-exploration, I started to see 
that this type of behavior was part of my conditioning. For the first time, I realized the 
different meanings for revolt as Krishnamurti refers to it in Education and the 
Significance of Life. "One of them being a violent revolt and the other a deep 
psychological revolt that shows self-knowledge through awareness." I started to see 
this idea now that had been presented to me. In the classroom, my students were 
always sharing with me new ideas of awareness that sometimes I would overlook. For 
example, I started a tree adoption project, to give my students a sense of 
responsibility and stewardship. Just when I knew I had thought of everything, one of 
my students made a statement that he did not want to identify trees because he 
thought it took the magic away from them. I was amazed that I had not thought of the 
true implications of this idea of identification and was impressed by the ability of my 
student to stand up and say how he felt. The class discussed both sides of this idea 
and the lesson turned out to be more rewarding than I could have expected, and I was 
starting to learn from my students to question everything. 
Education is usually taught in departments and the students never get a chance 
to put all the "pieces of the puzzle" together. I was excited to be a part of a school that 
focuses on the individual and the whole process of life. An example of this was when 
the students were able to experience the life cycle of the Salmon up close when we 
went on a rafting trip down the river to watch the spawning. This was an adventure 
for everyone that attended. Not only did the students get to learn about the life cycle 
of the Salmon; they got to see for themselves the struggle and sacrifice that the 
Salmon make and how the dams effect their journey. The connection that this 
experience gave to the students was more than any typical lesson could. 
A freedom comes to an educational center that is based on the whole process 
of life. This freedom is never found in punishment. I have started to try to understand 
the ways of my own thoughts and feelings so that I can help my students find 
freedom. Through this freedom, creativity is nourished. My students were always 
coming up with ideas that showed the true creativity that they already possessed. 
They created a ball game with detailed rules and point system, they got the school 
involved in a boat race where each student designed and constructed their own boat. 
The race was held and the boys created several categories by which the boats could 
win. The students spent a lot of time creating their unique boats. By letting go of 
some of my past ideas of lesson structure, I noticed that my students found their own 
path of learning through their questions and curiosity. 
I started facing some of my own fears, when the students wanted to make a 
homemade pumpkin pie, starting with cutting the pumpkins. I discussed my fear of 
the students using knives and through this discussion, the students reassured me that 
they would be safe. They all got their parents' permission and proved to be very 
responsible. 
Fear is a complicated idea and is behind most of the problems that we face. As 
an educator, I am learning that the highest function I have is through helping the 
students understand their own fear. In my past positions as an educator, I was told to 
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show the students my strengths and never show my own fear. This new idea of 
relating to the student seemed to put me in a vulnerable state. My own fear of failure 
in front of others was so present while our staff used the facility ropes course. I had 
never recognized that was a fear of mine until I asked myself why I would not join in 
on the climbing wall. I felt that I was able to confront my fear, and I had support from 
other staff members that guided me through. Then, in the classroom, when I noticed 
that one of my students had a fear of failing at art, I struggled to find a way that 
would not intimidate him and also show him how to break away from the 
conditioning of his past experience of art. I used a technique where the students draw 
each other's faces and use a piece of paper over their pencil so that they cannot look 
at their drawing until they are done. Each student really enjoyed this activity and we 
were all able to laugh at the pictures we had created. The student that had a fear of 
failure gradually started to do more given some techniques on how to focus on the 
object that he was drawing instead of his paper. 
In a holistic school the focus is not just on academics, it has to include a sense 
of responsibility to the earth, nature and each other. This responsibility came through 
in so many ways with the students. The care that the older students provided for the 
younger students by creating lessons for them and including them in their games. I 
watched one of my students prevent an argument between two younger students by 
comforting them and pointing out that an accident had happened and no one meant to 
hurt anyone. I was beginning to understand some of the holistic education authors 
such as Krishnamurti, Forbes, and Luvmour, and their reasons for advising educators 
not to intervene too much in a child's learning process. 
Understanding the idea of distractions was something that I have started to 
look at differently now. It seems so logical to teach children to observe their own 
distractions and learn from them, so why are distractions usually considered a 
negative action, when you could use the situation for a real insight into a child's 
learning process? 
This school experience has provided me with so many life lessons and has 
shown me that there are no wrong decisions only new learning opportunities. I have 
had the opportunity through this training to take a close look at the individual that I 
am and even though I don't always like what I see, at least I am starting to see it in 
order to make a change. To question the ideals that I have been given and to make a 
difference in a child's life so that they can be independent learners is very important 
to me. 
<End of Megan's Holistic Education Summary> 
Patterns in Megan's Learning and Experiences 
Megan began her summary by telling readers that she had "attempted to relate" a 
certain set of readings within holistic education to what she had been experiencing (based on 
her journals about the classroom). Although she used the word "applications" to describe the 
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purpose of the paper, that may have been a word that I suggested, and in retrospect, the paper 
seems to be not about applying any theories but about seeing the relationships between her 
experiences and the theories or frameworks to which she had been exposed, and from that 
questioning more about her past "conditioning." This in itself is a distinct shift from a 
relationship to theory in which generalizations are made based on theories, and then applied 
to one's experiences. Megan's paper, instead, shows an effort to use frameworks for seeing 
life through a different lens (than what her past education and upbringing taught her), then 
observing and noticing her experiences with students to flesh out her personal understandings 
of the theory. 
Twice at the beginning of the paper, Megan wrote, "For the first time, I realized..." 
indicating that she "comprehended completely or correctly," or that something "was made 
"real" or "realistic" for her.6 In both of these instances, Megan appeared to be referencing the 
"essence" or "meaning" of an issue. At other times, she told of how she was "starting to see" 
or "starting to learn." In these instances, it appears that Megan was looking at or reflecting 
upon ideas (concepts). In this way, learning seemed to occur on different levels for Megan: 
Sometimes it was sudden and immediate (when she realized something for the first time), 
while at other times it seemed more gradual (when she started to think about an idea). I am 
not quite sure about the full significance of this time lapse for learning; however, it appeared 
that some kinds of learning (such as learning about an idea or a concept) took time while 
other types of learning (such as understanding the essence of something) may have occurred 
in moments of instantaneous insight in which no time was involved. This issue of 
understanding the process of time and that which is timeless is discussed in many of the 
writings of Krishnamurti (e.g., Krishnamurti, 1954, Chapter XX), and it may be an important 
issue for holistic educators who are wanting to facilitate the kinds of learning that are not 
bound by particular times or sequencing. Within the framework of action research, this issue 
may be important because there are skills to be learned and data to be collected, which do 
^Definition of "realize" as excerpted from The American Heritage Dictionary of the English Language, Third 
Edition Copyright © 1992 by Houghton Mifflin Company. Electronic version licensed from Lemout & 
Hauspie Speech Products N.V., further reproduction and distribution restricted in accordance with the 
Copyright Law of the United States. All rights reserved. 
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take time; simultaneously, there are the elements of observation and reflection, both of which 
may involve these less quantifiable or time-bound types of learning. 
When Megan refers to "absence of self," "conditioning," "freedom," and the "whole 
process of life," she seems to be drawing especially from the works of Krishnamurti (which, 
as mentioned, the teachers read extensively as part of their development), and perhaps to a 
lesser extent from Forbes (1999) and Luvmour & Luvmour (1993). However, it is only 
within Krishnamurti's works that I have seen these particular terms and understandings 
addressed most directly and at length (Krishnamurti, 1953,1954,1975,1981,1993). Megan 
concurred with this interpretation. 
As Megan moved further into her discourse, several instances of "vulnerability" were 
exhibited in her writing. For example, she admitted how she would sometimes overlook the 
students' new ideas of awareness, her fears about students using knives, and how when 
looking at herself she does not always like what she sees. In discussing her own fears, she 
acknowledged this issue of vulnerability directly: "This new idea of relating to the student 
seemed to put me in a vulnerable state." It was as if her "vulnerable state" was almost a pre­
requisite to openness for learning as she was willing to admit her weaknesses and what she 
did not know in relationship to herself and her students. 
In her third paragraph, she discussed perceptions of the school and its educational 
goals as being focused on "the individual and the whole process of life." From here, rather 
than talking about teaching or even learning in the abstract, she gave an example about the 
importance of students' experiences as a central aspect of her understanding of the school. As 
she described the students' experiences on the river during the salmon run, her word usage 
revealed notions of learning as being related to "experience," "an adventure," students' 
seeing "for themselves," and making meaningful "connections." In describing the school and 
the students' learning, not once did she mention anything about teaching. This is a good 
example of the focus of many holistic educators who tend to see learning (and experiencing), 
rather than teaching, as the central aspect of education. Carl Rogers explained it well: 
...it is most unfortunate that educators and the public think about, and focus 
on, teaching. It leads them into a host of questions that are either irrelevant or 
absurd so far as real education is concerned. I have said that if we focused on 
the facilitation of learning - how, why, and when the student learns, and how 
learning seems and feels from the inside - we might be on a much more 
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profitable track. (Rogers, 1983, 133) 
Although Megan does not discuss "the facilitation of learning" directly, her focus on learning 
rather than teaching does seem to point toward what Rogers called "real education." 
A particularly telling section of Megan's report is the paragraph that began, "Fear is a 
complicated idea..." Here, she started out with a generalization about fear, and then connects 
it to one of her highest goals as an educator: helping students to understand their own fear. 
Next, she contrasted what she was taught through past educational experiences with a "new 
idea of relating to the student" where it is okay to show one's fear. Then, in the body of the 
paragraph she linked two stories back to back: one about her confronting her own fear of 
failure and another about creating an opportunity for a student to move through his fear of 
failing at art. Although she did not make a direct cause/effect correlation, by placing these 
two stories side by side, she clearly indicated that there was some type of relationship, for 
her, between confronting her own fears and her ability to facilitate meaningful learning for 
students. Again, the development of this understanding could be directly related to Megan's 
readings of Krishnamurti, who wrote: 
It is part of human tradition to accept fear. We live with fear, both the older 
and the younger generation. Most are not aware that they live in fear. It is 
only in a mild form of crisis or in a shattering incident that one becomes 
aware of this abiding fear. It is there. Some are aware of it, others shy away 
from it. Tradition says control fear, run away from it, suppress it, analyse it, 
act upon it, or accept it. We have lived for millenia with fear and we 
somehow manage to get along with it... 
It is the function of the educator to help the student to face this fear, whether 
the fear of a parent, of the teachers or of the older boy, or the fear of being 
alone and the fear of nature. This is the central issue in understanding the 
nature and structure of fear - to face it. To face it not through the screen of 
words but to observe the very happening of fear without any movement away 
from it... (Krishnamurti, 1981,22-23) 
It is seems that Megan's learning about Krishnamurti was not simply theoretical, but that she 
was really looking at the meaning of his teachings for her own practices. While it may be 
impossible to know the extent to which she was really facing her fears in the way that 
Krishnamurti describes, it was clear that she had reflected on and integrated some of 
Krishnamurti's teachings into her discourse about education. 
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At this point, I want to re-emphasize a detail about Kent's background that seems too 
obvious not to be relevant. As mentioned in Chapter 2, Kent had been personally influenced 
by Krishnamurti's life and teachings. Thus, it is not surprising that as Kent and Megan 
developed a mutually trusting relationship that Krishnamurti's influence would be so readily 
noticeable in Megan's writing. It is almost as if Kent's love of Krishnamurti seemed to reveal 
itself within Megan's learning, and within my own learning and interpretations as well. 
Megan also described herself as an observer of the students, watching as the students 
learned in relationship to one another such creative endeavors as building boats or preventing 
an argument among themselves. When I first read her descriptions, they seemed closely 
related to teachings about not intervening in a child's learning process, which I mentioned 
and she then added a sentence about that issue to connect her experiences back to her 
readings. Further explanation about the significance of teachers' relationships to a child's 
learning processes can be found in this description of Johann Pestalozzi's views on this 
matter (which seem to evolve directly from Rousseau's similar notions): 
As an example of letting nature act, Pestalozzi constantly reiterated that the 
child's surroundings did most of the work of stimulating the growth of the 
child's capacities ("life is the great educator"), and the good teacher had to 
ensure the child's surroundings were rich in stimuli - very much like 
providing nutrients to plants. The teachers are encouraged to think of 
themselves as a gardener who "contributes nothing to their [the student's] 
growth" but "only sees to it that no external force should hinder or disturb the 
natural course of development..." Pestalozzi's resolution of this paradox 
seems to be as follows: Man is endowed by nature with capacities that would 
unfold at the right time and in the right way and lead to each person's fullest 
development if only there were not so many powerfully corrupting forces that 
"are poisonous in their influence on man's primitive nature" and which 
prevent nature from acting. The teacher's role is to both protect the natural 
forces, and at times to act for them, accomplishing what they would 
accomplish if they had not been thwarted. As such, the teacher can be thought 
of as contributing nothing to the child's development as the teacher is only an 
agent of nature. (Forbes, 2003 in press) 
Thus, when Megan described herself as an observer, it was not as a passive outside observer, 
but as one who was learning to interact with children by "letting nature act." 
Megan concluded her paper with a rather humble statement about self-knowledge: "I 
have had the opportunity through this training to take a close look at the individual that I am 
and even though I don't always like what I see, at least I am starting to see it in order to make 
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a change." Her last statement ended on a note that indicated her notions of educational goals: 
"To question the ideals that I have been given and to make a difference in a child's life so 
that they can be independent learners is very important to me." It appeared that within her 
meaning structures, she placed significance upon the questioning of ideals, the lives of 
children, and the independence of learners. This is important because these appear to be 
values around which she was building her teaching practices and thus her relationships with 
students. 
Throughout her paper, there is evidence that Megan was actively engaged in refining 
her personal values, as she reflected on what good behavior really is (paragraph 1), 
considered more complex understandings of awareness (paragraph 2), examined the 
relationships between freedom, creativity, and fear (paragraph 4), and expanded her notions 
of learning to see how distractions could be useful (paragraph 8). Based on these values, the 
connections that Megan made between her own learning and her students' learning seemed 
well founded. In holistic education, direct cause/effect relationships between who the teacher 
is and how the student learns are rarely made explicit, as these issues may be too complex to 
limit in such ways. This is why holistic educators are often considered to be the "facilitators" 
of learning, rather than teachers. Nonetheless, Megan's paper showed some of the 
relationships, or links, between her learning about holistic education theories and her new 
experiences in teaching at a holistic school, and how together these seemed to lead to 
"realizations" and explorations of self-knowledge. 
By showing this picture of Megan's learning as a complex and dynamic process 
during her first few months at Educaré, two purposes have been served. First, this layered 
interpretation about what Megan seemed to be learning within her holistic practices prior to 
the action research program provides a rough baseline for then looking at what she appeared 
to be learning from the action research program itself. Second, the "raw data" of Megan's 
report side by side with these interpretations may also suggest ideas about analysis and 
interpretative issues for other teachers or researchers who are examining teacher 
development within holistic education. 
What follows is another report by Megan developed to describe two cycles of her 
action research, followed by another series of interpretive comments. For this second report, 
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when Megan asked for my help in making revisions, I suggested using the steps of action 
research as section headings to organize the report, as well as asking her a few clarifying 
questions: How did you come up with your research question? How did you analyze the 
data? Can you describe your note-taking processes? Even more so than for her other report, I 
took a more facilitative role in helping Megan to organize this report, and I did so only to 
help out Megan, believing that my questions would create minimal interference with the 
content of what she was developing. 
Action Research Summary, by "Megan Fielding" 
(Reprinted with Megan's Permission) 
Introduction 
I was introduced to Action Research in February 2002 during one of our school's Out 
of Class Learning weeks. During this week, the staff was given a class on the history, 
intentions, and cycles of Action Research. Through understanding the history of this 
intervention I was impressed that it does not use an outside researcher, and it 
appeared that I would be able to do my own research. Although this sounded exciting 
that I would be able to bring about a change with this intervention, I did question 
whether it could really be objective. Personally, I was going to be transitioning to a 
new class after the week, so my area of concern and focus would be to help develop 
my relationship with the students. I wanted to focus my self- reflections on 
transitioning into new relationships. The area of concern, I knew needed to be one 
that would affect behavior and the quality of life for the students. In addition, being a 
part of a holistic education center, it seemed that developing healthy relationships 
directly related to the mission of the school. My focus of self-reflection on 
transitioning into new relationships was developed so that I could narrow the area of 
concern to something that I could influence directly. In trying to come up with the 
next step in Action Research, which is developing the question, I knew that I could 
only ask questions that mean something to me and I did not want to ask yes/no 
questions. After reflecting back on my focus I thought that the question "How can I 
help students see the role of self-reflection in relationships?" Through this question I 
considered actions that I could put into place for the classroom. 
Planning an Initial Intervention 
The first set of activities done in the classroom was done every morning for five 
consecutive days with children ages 9 and 10. The students were asked to circle up 
and each one was asked to give a situation that had happened in the last 48 hours that 
did not end positively. After giving that situation, they were asked to recreate the 
situation so that it ended in a positive way. This activity was developed to reveal to 
the students how to self-reflect back on a situation and see how they could have 
handled things differently and in hopes of showing them how to think before they act 
in situations. 
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Observations and Data Collection 
The students seemed reluctant to participate and when the activity started, I felt like 
the students were not giving me the type of examples that I thought they would. The 
situations that they brought up did not relate to personal relationships; they were 
usually more focused on objects such as food and toys. Some of the students gave 
responses from five to ten years ago and when reminded to think of a situation that 
was in the last 48 hours they said that they could not think of anything. One of my 
students said that she was not ready for self-reflection, while others said that they did 
not need self-reflection. Everyday, students would simply say that they did not have 
any negative situations from the day before. On the third day, one of the students 
thought we should change the game and discuss our dreams. I agreed to the change if 
everyone felt alright with it and each person described their dream that day. There 
was more response to the activity that day than before. On day four and five we had 
an adult observer, which seemed to cause more distraction within the activity. 
Students gave some responses but most of them said that nothing went wrong from 
the day before. During the five days, I took concurrent and subsequent notes. I 
usually noted students' responses and actions. On a few occasions, I described my 
own feelings of the day and how I thought it was affecting the activity. I realized that 
I never recorded the surroundings of the room that we were in for each activity, which 
could have been a factor in student responses. 
Analysis 
Each day after the activity, I used coding to look for patterns in my observations. I 
coded for three things, which were: looking at self, not looking at self, and looking at 
someone else. I noticed that I set the activity up in a way that the students were 
looking at something negative and that this may have caused them to equate that with 
being bad. I noticed that students said that they did not have anything to say a lot, and 
this could have been due to the fact that they did not want to appear like they were 
"bad". I started to think that at this age group, I should not use negative things when 
looking at the self. Based on this evidence, I decided for the next activity, I would use 
something physical and fun, that did not involve looking at something so personal and 
negative. When looking back at the question at hand, I wanted to have them self-
reflect in a way that was instant so that there would not be a negative feeling. I 
learned that I need instant reflection with this group so that others in the group can 
see what is happening with each student. 
Planning a Second Intervention for Students 
A second group of activities was done across four consecutive days. The students 
were eager to play the game that is called The Honor Game. The game is played with 
the students in a circle, there is one small ball and the students are told that the rules 
are that you cannot move unless you are throwing or catching the ball, if you feel that 
your throw was not good you sit down, if your catch is not good you sit down, and if 
you move you sit down. I chose this game in hopes that the students will look at 
honor and self-reflect on how their actions affect the others and the game. I felt that 
the game would be instant enough so that the students would reflect with the group 
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and help each other recall what happened in the game. Having the sense that this was 
a game and not a time to self-reflect, I was hoping that the students would not feel 
negatively in sharing what happened within themselves after the game. 
Observations and Data Collection 
After playing the game, we sat to discuss the outcome. I asked the class if there is a 
winner in this game. Some said that the last person standing is the winner. I asked 
why they feel that it is the last person standing. I ask them to think about what honor 
means to them. Maybe the first person to sit down is the winner. I tell them that there 
is no right answer. I ask what each student considers movement. Some said that 
breathing is not moving. When I asked for the reasoning behind the statement, they 
said that breathing is uncontrollable. A student said that she did not want to sit down 
two different times. Another student tries to explain to her that if you sit down you 
honor yourself and if she did something and did not sit down that is dishonoring 
herself. Students keep reminding each other of the rules and feel that they can judge 
what is honor and what isn't in others. One student tells another that she talked during 
the game and that is considered movement. I told the students that this was a personal 
honor game and that each one of us looks at honor differently. I asked them what they 
considered honor. The students still seem a little confused by the idea of the game but 
still liked the game. We discussed what it might mean to be totally still. All the 
students still insisted that breathing and blinking not be considered movement in this 
game. After each game, I took concurrent notes, writing down the questions that I 
asked the students and their responses. I did not write down as much about the actual 
game as I did the responses that I got from the students after the game. 
Analysis 
After reviewing my notes for this group of activities I looked at how the students' 
ideas of their own views changed. At first, the students did not think as much about 
honor and movement and the more that we played the game I began to notice a 
change in their thought patterns in deciding to sit down or not. I think that this 
activity was especially insightful for one student because she was able to start looking 
at herself, that at the beginning of the first set of activities she said that she was not 
ready. I think it had something to do with the fact that this activity was not based on a 
negative situation. Another student was not with the class while we played this set of 
activities so I do not know how that changed the group dynamics and a new student 
was not with the group for the first set of activities, but during these activities she was 
the most active participant in trying to test out her own ideas of honor and started to 
reflect on the other students' opinion of her actions. 
Reflections 
Through these activities, I learned that I need to be sensitive to my students' feelings 
of how they interpret my intentions of activities. I also took for granted the closeness 
of the group to share personal experiences with each other and admit that the students 
could have changed something in a situation. My next step will be to look at the 
reasons behind the feelings of the students' reactions to the different games. I also 
want to find a way to build the group relations so that students feel comfortable 
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enough to share their feelings without being afraid of judgment from peers and their 
teacher. Through this process, I have realized just how hard it is for me to do self-
reflection, and I have started to wonder how I can show my students that I'm trying 
myself to really look at self-reflection and that it is one of the hardest things to do 
since we might see something that we do not want to face and come to terms with a 
negative aspect of ourselves. 
<End of Megan's Action Research Summary> 
Seeing as a Teacher-Researcher in Holistic Education 
Megan began the report by showing how she came up with her research question, 
moving from an area of concern to foci to question formation, just as she had learned from 
the February action research workshop. Unlike some of the other teachers who initially chose 
more traditional topics (teaching physical education, organizing the classroom, the utilization 
of resources) which related more to secondary values, Megan seemed to understand the 
importance of selecting a topic that was more at the core of holistic education. She also 
understood that she needed to "ask questions that mean something to me." This issue 
concerning the meaning of questions was raised by another teacher in the interviewing 
process as well, and I dismissed it as a "non-issue" because everyone seemed to agree that it 
was obvious. In retrospect, what is obvious in a holistic school may not be so obvious for 
teachers in more traditional settings, and perhaps that is why Megan and Sarah both made a 
point to mention this issue in their interviews. 
What Megan's action research summary reveals above and beyond the first report is a 
portrait of the teacher as a researcher, and how her notions of teaching and learning were 
influenced by research. For example, her question formation process revealed her notions of 
learning as involving relationships with students and self-reflection. Then, an examination of 
her choice of interventions indicated her notions of teaching, and how these notions shifted 
from one intervention to the next. For her first intervention, she called it a "set of 
activities.. .developed to reveal to the students how to self-reflect.. .in the hopes of showing 
them how to think before they act." Thus, her notions of teaching appeared to be showing, 
rather than telling, and using activities to help students reflect on their past actions. As she 
reflected and analyzed why this set of activities did not seem to go over well with students, 
her notions of teaching seemed to deepen. She began to consider more about the ages of the 
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children, their understandings of good/bad and positive/negative, and issues of time lapse for 
engaging in self-reflection. Based on her analysis and reflections, her second intervention 
revealed notions of teaching that involved play, "something physical and fun," and what she 
called "instant reflection." Thus, she had shifted from activities to play, and from a focus on 
the recent past to a focus on the immediate present for "helping students see the role of self-
reflection in relationships." 
This report also shows the care with which Megan moved through the action research 
process. Rather than jumping to conclusions about the "best" methods or techniques for 
interacting with her students or rather than using other people's theories, one can see that 
Megan was "tinkering" (as Kent called it)—using her own experiences and observations to 
build an understanding about how her students responded to different interventions, so that 
she could gradually develop more complex notions about her own teaching practice. With 
only two short cycles of research demonstrated in this report, I may be over-interpreting 
somewhat. Still, we can see from Megan's own reflections about her learning that she 
seemed to become more aware of the "need to be sensitive" to her students' feelings, the 
importance of students' interpretations about her intentions, and the impact of group 
dynamics on what students were able or willing to share about their personal experiences. 
Through observations and note-taking, Megan seemed either to have or to be 
developing a knack for being descriptive about her and her students' behaviors, saving her 
more interpretive comments for the analysis and reflection sections. Her descriptions 
indicated more systematic attention, perhaps one might say "discipline" around observational 
and analytical practices for grounding her reflections and "intuitive leaps" (or realizations). 
In contrast to the greater number of generalizations and interpretive comments made 
throughout her first report, in this action research report she distinguished her observations 
from her analysis and reflections, as a good researcher should. With the fine line that there is 
between analysis and reflection, those two issues seemed more intertwined in her concluding 
sections. 
In her summative reflections at the end of the report, Megan returned to describe 
some of her learning as a realization: "I realized how hard it is for me to do self-reflection..." 
which then seemed to lead to a new idea for her to tinker with: "I have started to wonder how 
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I can show my students that I'm trying myself to really look at self-reflection..." This was 
interesting because as much as Megan had already shown vulnerability in the first report, her 
last comment indicated that somehow (in an age-appropriate way) she still recognized the 
need to explore additional layers of openness with her students. Thus, her action research 
project circled around to new questions and issues as well as to deeper understandings of 
what was already being practiced. 
Limitations and Interpretations of What Was Learned 
Megan seemed to face more changes than most of the rest of the teaching staff in 
terms of getting a completely new group of students four out of five school terms. So, 
learning action research half way through the second quarter and being able to apply it during 
the third quarter was no small task. Then, when she began team teaching in the summer with 
a new teacher and a group of 6-year-olds, it was not surprising that she put her action 
research on hold. While I had hoped that she would return to her practices of action research 
during her fifth quarter at the school, it was at the beginning of that quarter that the ending of 
the school was announced, and that completely changed Megan's classroom dynamics once 
again. During more stable times (when a teacher is with one class for a full year), what 
Megan learned concerning holistic education and action research could have been monitored 
and followed up by the teacher and developed in collaboration with the rest of the teachers 
over time. Instead, this was only a portrait of a teacher's initial uses and trials with action 
research within what was a new and still volatile little school. 
Like the other Educaré teachers, Megan also struggled to understand the readings 
about holistic education, both intellectually and non-intellectually. She was not able, in her 
writings, to make direct connections between the readings and her experiences. She could say 
what she read, and then she could describe what she experienced and know that they were 
related, without showing exactly how. There were many times, as will be indicated in the 
next chapter, that she felt very frustrated, almost incapable of trying something new, unable 
to be more creative with the students and her lesson plans. Yet, for all the difficulties of 
being in a new holistic school with no particular guidance (or curricula) about "how to teach 
holistically," Megan's reports indicate important relationships between a holistic educator's 
self-development and the learning of her students. 
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Given the limitations of this case, I was quite surprised (as was Kent) by how much 
Megan appeared to learn. Her "Expressions of Holistic Education" report explored more 
closely who Megan was as a learner, and what she was learning from her early experiences at 
Educaré Elementary. This revealed themes of both experiential and self knowledge in which 
Megan was refining her own values and looking into her fear as it related to her students' 
learning. This first report also indicated how much Megan seemed to get from her readings 
and/or the teachers' discussions of Krishnamurti. However, rather than starting with a 
"theory" and then taking it into practice, the sequencing and style of Megan's report was not 
about application so much as using her experiences to create a more complex understanding 
of the "theory" of holistic education. 
Looking into Megan's learning within the action research program as indicated by 
Megan's second report, a layer of systematic attention and discipline was demonstrated in 
how Megan considered her teaching practices through the use of action research processes. 
Although it is difficult to differentiate how much she was learning and how much she had 
brought with her in terms of her observational and descriptive skills, she definitely showed a 
knack for being able to use action research. Through two cycles of research, her notions of 
teaching became more complex as she discovered ways to use games and the present moment 
to facilitate students' learning about self reflection in relationships. 
Having zeroed in on the particular learning that happened for one teacher within the 
action research program, it is time now to step back out again from the details of the program 
to see more clearly the context of the program within the school. Chapter 6 examines the 
perspectives of teachers about issues within the school's development that impacted their 
learning and limited their capacities to benefit from the action research program. 
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CHAPTER 6. HOW THE STORY ENDS AND THEMES REVEALED 
Throughout the course of this study, there were a number of complex and sometimes 
subtle issues that began to reveal themselves, all of which were touched upon in earlier 
chapters. This chapter is the most interpretive of the "story" chapters as I begin to unweave a 
few of these issues and then weave them back together as underlying themes, in an attempt to 
approach the broader question about the relationship between the school's development and 
the action research program. This chapter reflects the multiple perspectives of two primary 
participants and their making sense of the school's ending, as well as reflecting my own 
interpretations and meaning-making about such themes as fear, relationships, and freedom. 
One reviewer of this case also suggested that there may be aspects of this chapter where the 
participants (including myself) were in the midst of grappling with our own fears, and in 
doing so, we were actively seeking explanations and reasons for what happened (putting 
together "facts" in ways that may or may not have been accurate) to help us with our own 
fears of, or senses about, not having any control concerning the outcome of the school. 
The Complexity of School Development Issues 
It is important for readers to understand "the rest of the story" in more of its fullness 
because only by attempting to understand the "whole story" of the school (to the extent that it 
can be uncovered) can a more complete understanding of the teachers' own learning be 
developed. In summarizing and analyzing the "ending narratives" of Douglas and Megan, 
with an emphasis on issues that they repeated within their narratives or that other participants 
mentioned during informal follow-up conversations, I try to show readers the complexities as 
well as common themes of the school's development. 
At this point, it is important to remember that I, too, was integrally a part of this story: 
As a part-time employee of the organization and having committed myself to the field in 
other ways, I was a stakeholder in the school itself—in its philosophy as well as its specific 
practices. My personal perspective is such that I may have softened the interpretation of this 
story as well as being less fault-finding of participants by focusing on more global issues to 
the extent possible, and I tended to be more empathetic with perspectives that were more 
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complex rather than simply critical. In addition, my interpretation may have a "sad 
emotional" slant that not all of the participants felt with the closing of the school. Unable to 
see a way to tell this part of the story without my voice overtly or covertly impacting the 
tone, the analysis, and the interpretations, I wrote this chapter by first working on an analysis 
of my own journal writings about the school's ending (which I shared with the case 
participants who were interested in reading it). 
Sticking with the story line about the teachers and their learning, this chapter focuses 
on how Douglas and Megan shared their perspectives, as teachers and principals, about the 
school's ending and perceived issues that impacted the teachers' learning. Trying to be as 
"fair" as possible to other participants, I spoke with as many people as I could (emotionally) 
handle about the news of the school's closing—mostly informally to get a sense of their 
views and help me make sense of what had happened. As Megan and Douglas were not laid 
off immediately after the news of the school's closing, one last formal interview with each of 
them seemed appropriate, and their perspectives seemed to reflect concerns and issues of all 
the school staff. Therefore, the content of this chapter is based primarily on follow-up 
interviews with the two remaining teachers, my own analysis and interpretations of the story, 
and participant checks that were conducted between October 2002 and February 2003 with 
all participants, except for Chuck who was unavailable. 
Kent's telling about the school's ending is not included here for several reasons. One 
is that being essentially the school's founder, regardless of what he would have said, one 
would have to question his interpretation as defending his actions. Another reason is that 
Kent's views have already been given weight in this story and will be given more weight 
later in the chapter, so to keep things in balance, I scale the story away from his perspective 
here. Thirdly, I did not formally interview him immediately after "the news" of the school's 
closing, because much was happening in my own life in terms of the sudden uncertainty of 
my own future, as a result of the school's ending. After I interviewed Douglas and Megan, I 
was in fact afraid to synthesize and summarize all of what they had told me—afraid of too 
many opinions and too much weight on my own interpretative slant. I needed time away 
from it all. Mostly, though, it was just a very difficult time for me, and I did not feel capable 
of interviewing Kent in the more neutral way that I knew would be most useful for research. 
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In addition, I considered asking for interviews with Board members about their views of the 
school's ending as their decisions are implicated by this research; however, this consideration 
was balanced by a concern for shifting the focus too far from the teachers, when really it was 
their learning about which this study was most concerned. Instead, I spoke with four Board 
members informally and conducted participant checks with three representative Board 
members as the case report was completed and incorporated their feedback into the 
interpretative sections of this and other chapters. 
In the month prior to learning about the school's closing, both Douglas and Megan 
had been engaged in dialogue with Kent around questioning about the school's teaching 
practices. They had not been questioning the action research program (which had really been 
put on the back burner over the summer), but had been looking more closely at how 
individual teachers were facilitating the learning of academics and relating with students. 
When the news about the school and their colleagues' immediate layoffs was put before 
them, they both seemed able and ready to question issues about TEC as the umbrella 
organization, as well as its school and its teachers. Still, it was not an easy situation for any 
of us, as the school's ending was impacting the immediate direction (and security) of all of 
our lives, which no doubt influenced my emphasis as the interviewer as well as their views in 
responding to questions. On the other hand, discussing these issues with me during this time 
of uncertainty seemed to help both them and myself in seeing a more cohesive picture about 
the school's philosophy, practices, and difficulties. 
Due to the timing of these two interviews, the views expressed may be more critical 
or more emotionally-charged than they would be if I had waited a month or more to 
interview the participants. At the same time, they may also be more fresh and clear, less 
softened or tempered by time, "second thoughts," regrets, or fears of relational repercussions. 
When difficult news is put before a person, one tends to be a little more direct and blunt 
about one's opinions and feelings. Like much of this case report, this part of the story is 
really not about "facts" so much as the personal interpretations, meaning structures, and tacit 
knowledge of the teachers who influenced the events of this story. 
Another limitation of the timing and the participants who are the focus of this chapter 
is that they both tended to be more "soft" in their critiques of Kent as Educaré's Director of 
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Education. Of all the school's staff, I think that Megan and Douglas, as well as myself, were 
the closest to Kent, and it was obvious for us to see how difficult this was for him. He had 
seen how after just one year, over the summer, the learning and teaching practices of three 
teachers had really begun to blossom toward more holistic practices. So, to have to lay off 
these teachers and then break off from Educaré himself, for what Kent viewed as financial 
reasons, was far from easy. Meanwhile, those who were not so close to Kent tended to be a 
little more harsh both before and after the announcement of the school's "moving." 
Socially and politically, in announcements, it softened the message to explain to the 
public (parents, etc.) that we were "moving the school," rather than its ending or closing. But, 
inwardly, many of us felt that this school in this place with this teaching and administrative 
staff was closing; it had not survived its second year. On the other hand, Kent never framed it 
as any type of failure of either the school or the teachers; in fact, a few months later he talked 
about how if we look at Ultimacy as the goal of our endeavors (see page 71) that it was 
actually quite remarkable what the teachers had been able to learn and to facilitate of their 
students' learning in just one year under such challenging circumstances. 
As I developed the summaries of each interview that follows, one theme that I 
intentionally pull out from the teachers' storytelling is that of fear and many of its corollaries. 
The reason that I do this is to help readers see more clearly the internal and external 
challenges to the teachers' abilities to learn within the action research program and within the 
school. The corollaries of fear included uncertainty, instability, pressing financial issues that 
impacted hiring and firing, and even the anxieties of the culture that seemed to intensify after 
9/11/01, just one week after the Educaré teachers had begun working at the school. While I 
try to point out some of the ways in which this theme reveals itself in the teachers' narratives, 
a deeper inquiry into fear as it impacted the school and the action research program will 
follow. Still, it may help readers to know in advance some of the perspectives on fear which I 
used to help frame the interpretations that follow. I drew particularly from the works of 
Krishnamurti, who wrote: 
Fear and its many forms, guilt, anxiety, hope, despair, is there in every 
moment of relationship; it is there in every search for security; it is there in 
so-called love and worship; it is there in ambition and success; it is there in 
life and in death; it is there in physical things and in psychological factors. 
There is fear in so many forms and at all the levels of our consciousness. ... 
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Fear begins and ends with the desire to be secure; inward and outward 
security, with the desire to be certain, to have permanency.. .To find and be 
secure is the everlasting cry. It is this insistent demand that breeds fear. 
But is there permanency, outwardly or inwardly? Perhaps in a measure, 
outwardly there might be, and even that is precarious: wars, revolutions, 
progress, accident and earthquakes. There must be food, clothes and shelter; 
that is essential and necessary for all. Though it is sought after, blindly and 
with reason, is there ever inward certainty, inward continuity, permanency? 
There is not. The flight from this reality is fear. The incapacity to face this 
reality breeds every form of hope and despair. (1991, 102-103) 
Krishnamurti's writings and understandings around the issue of fear are some of the most 
penetrating that I have found. In particular, he pointed to the pervasiveness of fear and its 
relationship to insecurity along with the inward desire for permanency and security. Unlike 
most research on fear in education (see Chapter 7, pages 192-197), Krishnamurti's goal was 
not to "resolve" or "cope with" fear, but to simply look at it and its implications. This was the 
sort of approach that I tried to take when making interpretations in this chapter. 
Douglas's Narrative at the School's Ending 
This follow-up interview was done at Douglas's house, scheduled a few days before 
the fall term was to start. The teachers (he included) had just been told the day before about 
the status of the school closing in December, with only Douglas and Megan being kept on for 
teaching the small group of remaining students. Concerned about the awkward timing for this 
interview, I called the night before to see if he still wanted to do this interview. He said that 
he thought it would be okay. So, I arrived around 9:00 a.m. with a small bag of homemade 
cinnamon rolls (that my mom had made a few days before) as a small token of my 
appreciation. Douglas made us some Red Rose tea (pekoe/black) as we began to chat 
informally about the situation. On the square wooden table in front of me were two curricular 
videos, one book, a Mead spiral notebook, two place-mats, and a bowl of five onions, three 
red tomatoes, two orange tomatoes. Douglas gave us both a small white teacup with a small 
white saucer under each teacup. We sat kitty-corner to each other at the table, while his son 
Michael played video games in the background and occasionally asked for attention by 
hollering in about when we would be finished or other unsubtle ways of six-year-olds. 
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The mood, for me, is difficult to describe. I think that we had both been surprised as 
well as disappointed about what was happening. While we each appeared calm on the 
surface, there still seemed to be a certain reflective confusion, for lack of a better phrase, in 
which we were both trying to sort out what had happened. Although this was an interview, at 
times I felt the need to talk as well as to listen. Douglas was wearing jeans with white socks, 
and I don't remember what kind of shirt; he had not shaven that morning. For some reason, 
the poster on the wall at the far end of the kitchen caught my eye: "Dessins sans paroles." 
Being weak on my French, I asked Douglas what "dessins" meant, and he replied that 
essentially it meant "drawings without words," or the equivalent of the English phrase that "a 
picture is worth a thousand words." 
Moving into the final term of the school, knowing now that the school would end in 
December, Douglas expressed that there were "a lot of attitudes and feelings," including 
personal considerations, lack of certainty, and a concern about what was going to happen in 
January. Together, these feelings (and the mood of the room) were like a fear of sorts, though 
not a fear of any particular thing, more of a general "fear" concerning the future as well as 
the past 12 months and how or even whether any of it would be of value without the school. 
He felt that "there's a lot of looking ahead and not as much present-centeredness as I 
normally would like to approach the school year with." Along with this, he spoke about 
working with particular students this term, and what kind of focus would be needed, if there 
would be more of a need for "looking at our kids more along the lines of how can we help 
them transition into public school in January." Implicit was a certain questioning about 
whether holistic education is best for the immediate needs of children if this school would no 
longer exist to meet them where they were—a fear that it might not be possible to prepare 
children for fast-paced academics (which they might soon have to face) and maintain a 
holistic approach to learning. 
From here, Douglas's storytelling focused particularly on the teachers' approaches to 
academic subjects: 
There are numerous things that arose from last year that required very serious 
attention this fall. In particular, how we approach academic subjects, how we 
deal with parent concerns about whether kids are actually picking up 
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necessary life skills at our school, and frankly some teacher attitudes towards 
what they do. (Interview, 10/01/02)7 
The remainder of the interview spun around these three themes: teaching practices, parents' 
concerns, and teacher attitudes. He also expressed concern about his own son, his decision 
about moving Michael into a local charter, and how that would affect relationships with other 
parents. With respect to other parents' views, he was concerned about (and perhaps afraid of) 
how they would now look at the organization: 
Well, if the parents think they've been betrayed or sold something ... that's 
going to leak through to the kids, and there's been a lot of gossip, I know, 
among parents during the last year about things like that, and that was among 
the kids as well. 
His interpretation of the parents feeling "betrayed" was stronger than any I had yet heard, but 
given the intensity of the news from the day before, there seemed to be an initial reaction of 
feeling a bit "betrayed" ourselves by the Board's decision to close the school. In mentioning 
his concerns for the organization's image, given that he too was to be laid off soon, he 
explained it as "a duty of care to the place." Especially with "kids involved here" and with 
respect to his own standards and reputation as a teacher, he felt that these issues needed to be 
considered. Although he referenced his own reputation in passing, in a later interpretation I 
realized that it might not have been simply the image of the organization, but that he also 
seemed afraid concerning how the school's closing would impact his own image as a teacher 
and co-principal at the school. Since the fears connected with the school's closing were 
immanent, reflections that placed implicit blame outside oneself may have seemed safer in 
such dangerous times. 
He expressed particular frustration with the Board and its approach to the school, 
their seeming "lack of diligence and planning in setting out the school," in not doing any 
demographic studies before putting so much into facilities and staffing. Based on evidence 
from other staff members, he explained his frustration: 
I just get the sense that they didn't take it very seriously, or there was more 
hopefulness involved than actual planning, and I think a lot of people 
committed a lot of themselves and time to making the place work.. .put their 
lives on hold for the last 18 months for a lot of us. So, that's pretty 
7 The other quotations from Douglas in this section are all from the same interview on 10/01/02. 
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disappointing. 
However, his life was not completely on hold as he next described what he felt he had begun 
to learn from his experiences at Educaré. His first comment relates to TEC's program about 
child development needs, and how facing those issues as an adult "can become fuel for your 
teaching." He spoke positively about one particular exercise from the year before: 
We talked about the "nourishments" that we missed when we were younger, 
and it was really fascinating to me that that's exactly where people were 
coming against a wall in their own teaching practice. So, if someone says 
they missed out on security, then what I observed is that they were always 
kind of asking us for security. Like, they wanted job security; they wanted 
resources; they wanted support; they always wanted security from us. And I 
think that was really hard; they were so busy demanding that, that they never 
kind of looked at the issue of teaching. 
Thus, Douglas directly linked his understanding about security issues for teachers back to the 
teachers' own childhood and then linked it forward to their current development and the 
issues of teaching. While this is not a new understanding in the field of human development 
(Luvmour & Luvmour, 1993; Maslow, 1971), it is evidence of Douglas's own learning from 
teacher workshops when combined with his experiences and observations at the school. In 
addition, although TEC's child development program was beyond the scope of this study 
about the action research program, Douglas's statement indicates how no particular learning 
was in isolation from other learning in which teachers were engaged. Further the issue of 
"security" into which Douglas was looking could be directly related to the theme of fear—the 
teachers were afraid for their jobs and the sources of that fear, that need for security, 
appeared multi-dimensional relating not only to the organization and its support systems 
(financial or otherwise), but also to the teachers themselves. 
Looking more particularly at his own development, Douglas discussed how he was 
learning to observe in new ways: 
I think in terms of my own development, the observational tools were very 
useful. The abilities to suspend judgment and just watch and note what 
people were doing, watch the behaviors. And what I found was the quality, or 
the nature of the conclusions that I came to were different. They weren't so 
much along the lines of being judgmental, but rather they just sort of became 
clear. It's hard to describe that in a way, but after a while, you just got a 
flavor, so to speak, a taste for how things were, and then you could see where 
to intervene or what you had to do. So, that was interesting for my personal 
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development. 
Douglas's statements about the "quality and nature" of his conclusions were particularly 
interesting. According to Kent, it was not until the action research program had started that 
Douglas began to notice and reflect on the value in this level of observation and how it 
affected the quality and nature of his conclusions. Also, Douglas acknowledged that 
something changed for him in the "nature of the conclusions" that he was reaching—not just 
ideas being rearranged, but that by stepping away from judgment he seemed to be 
understanding issues more clearly. Yet, it was difficult to put words around it ("It's hard to 
describe that in a way..."), which indicates an acquisition of tacit knowledge. As discussed 
elsewhere in this case report, the nature of tacit knowledge is that it cannot be told; the best 
learners that can do is sometimes recognize its existence and point towards it. The fact that 
Douglas gave attention to how the suspending of judgment was impacting his conclusions 
seems to underscore a priority that he gave to learning one of life's greatest challenges: the 
development of better understanding by becoming less judgmental. 
Next, Douglas showed vulnerability about his position at the school, as he also 
revealed a criticism of the school and its teachers. He wanted things to run smoothly at the 
school, but sometimes as a co-principal he felt that he had to start insisting in "a way that 
wasn't confrontive" about things regarding other teachers' "shortcomings." In discussing 
how Kent worked with him to learn to deal with people in a way that was not so threatening, 
he still felt that with his background as a lawyer, this was "pretty tricky" for him. Also, he 
felt that some teachers were a bit "intractable," even about their views on holistic education. 
He took care not to name particular names, but to talk about it in terms of his own struggles 
as a new principal at the school. He explained that some teachers, rather than using what they 
had been learning about holistic education, 
just opted to kind of doing what they wanted on a very kind of arbitrary basis, 
just to get by. And, you know, I had to confront that, and I had to deal with 
that and work it. Kent told me that my job is actually to help the teachers on 
their personal [issues]; it is not [just] to be an administrator. ... And it forced 
me to be much more responsible, I guess, and to have a much more personal 
stake in how we were doing, and I think that's maybe why it's very upsetting 
to me to have the school go under like this. 
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At first, it sounded like a rather simple matter of the teachers "opting to do what they 
wanted"—rather than a complex issue of consciousness or assumptions held by everyone 
(himself included). However, in the above quotation, he also showed more clearly his own 
struggles with changing his ways of being in relation to others. Later in the conversation, 
other complexities were uncovered as well, always embedded within Douglas's notions of 
academics as the grounds for bringing holistic approaches into the classroom. 
Douglas also elaborated on relationships with parents as a primary factor that had 
influenced the school's overall development: 
I don't know that we did a very good job with that this year, and I think there 
were two problems with it. One was that the teachers themselves were feeling 
their way around and people's understandings and perceptions of holistic 
education were very, very different, you know, from one teacher to another. 
And so, parents would go shop around too, and get different answers; they 
would talk to all of us about what that meant, and I think parents were rather 
confused by the answers and by the approaches they were hearing. I think 
parents really need to have a much better idea of why their kids are in an 
holistic school. They can't come in there with the idea that their kids are 
going to end up doing better on tests, and being better than public school kids 
academically. 
While Douglas's narrative started to place responsibility on the parents ("parents need to 
have a much better idea"), there was also an implication of the school's responsibility with 
his reference to parents' discovering differences among teachers about their views of holistic 
education and how it was practiced. Next, Douglas gave a slightly different spin by relating 
these differing views on holistic education to financial issues for parents: 
Also, we had the issues of tuition. No one wanted to say, gee, their kid's not 
worth $800 a month [the initial tuition that was later dropped to $400/month], 
but it was clearly a burden on many of the parents. ... and even $200 a month 
for a kid, frankly, is pretty high if your budget is really tight. So, instead of 
just saying to us that money is a problem; they started finding other things to 
talk about. I think that was a real problem frankly. 
To understand the implications of these issues, more background may be useful to readers. 
The tuition was set in March 2000 based on research about the average tuition at non-
sectarian schools nationwide. It was not realized until later that it might have been more 
judicious to research the tuition of local private schools as well. Three terms into the school's 
first year, a parent informed Kent that our tuition was in fact much higher than other private 
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schools in this rural area. When Kent learned this, he had me call around to other private 
schools to get the facts, which he then took to TEC's executive director. Within a week, we 
sent out a letter to all current and prospective parents about cutting our tuition in half. Such 
actions must indeed be questioned: What does it do to the reputation of a school when it 
suddenly cuts its tuition in half? It seemed to some that this put our credibility into question 
as if the value of learning at the school had gone "on sale." 
While the school itself worked to its own financial detriment to provide scholarships 
for families, the tuition was still a struggle for some families. However, rather than focusing 
on finances alone (as many people do implicitly or explicitly when evaluating private 
schools), Douglas seemed to shift the issue to its being about communications around 
finances, as well as parents' relationships to finances in light of understanding (or not) the 
practices and philosophy of the school. 
Returning to the theme of attitudes, Douglas focused on teachers' past experiences 
and a lack of commitment to teaching as a calling. He felt that our teachers tended to view 
their work as a 9 to 4 job, and would not go out of their way to do any extra prep work (with 
a few noted exceptions). He talked about being surprised by this lack of commitment, having 
himself come from public schools where teachers put in so many extra hours. Again, more 
background on the organization's fiscal decisions indicates that although TEC would have 
preferred to be competitive with its teaching salaries, the salary was not competitive enough 
to attract more experienced teachers8, and attracted predominantly "starting teachers" with 
one to three years of hands-on classroom experiences. Teachers with more experience had 
simply not interviewed for the positions. Then too, teachers with more experience in holistic 
education in particular are, for the most part, practically non-existent. Teachers today are 
trained in performance-based pedagogy, and regardless of the experience with which they 
come to the school, there would be a need for "re-training" in more holistic approaches to 
learning. Thus, these teachers were in fact "dabbling" in the profession, trying it out to see if 
they could make a career of it, or not. 
8 According to Salary.com, one year after the school started, the teachers at our school were earning $3,379/year 
less than the median salary base for elementary school teachers in Cascade County, though their salary fell 
within the range of what half the teachers in this rural area were earning. 
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When asked about whether the school's instability might have had anything to do 
with the issue of commitment, Douglas claimed that "gave them [teachers] an excuse but not 
a reason." Nonetheless, he then added a story that I had heard months before from two or 
three former staff members about their perceptions of an organizational meeting that Peter, 
the executive director, had called the December before, to discuss the "state of the 
organization." Although we sat in a circle, Peter had center stage as he described the gravity 
of the organization's current fiscal situation, and that it would take us all to get through this 
difficult time. Students were even given the afternoon off so that the teachers could attend 
this meeting; although Kent was not in attendance, he knew ahead of time in general terms 
about the meeting but was not aware until later about the particulars. After that meeting, 
according to Douglas, "everyone had a real strong sense that the school was failing, already 
after three months.. .Yeah. I think there was a real strong feeling that the school was not 
viable." Having attended this meeting myself and not having walked away with that 
impression, I inquired more about these perceptions, which he explained: 
What we talked about among ourselves was, look, a lot of teachers expressed 
concern that "Gee, the school's not viable," and they don't want to invest too 
much emotionally or time-wise into a place that's going down the toilet. And 
that was a very strong prevailing attitude from January on, and then when 
[one teacher] was let go and [the first principal] was let go, and [another 
teacher] quit, it just fed into that, where six months into the venture, you've 
already lost three of your eight initial people. 
Here again, the issue of fear is practically palpable, as teachers were feeling demoralized and 
insecure about their job stability. The teachers are portrayed by Douglas as being afraid about 
investing their time and energy into a venture that was not viewed as sustainable, which can 
later be traced to fears that were echoed by parents. While I tried to explain in Chapter 2 
about issues of school culture and organizational tensions, they are easily forgotten in the 
thick of day-to-day life for participants, just as they are easily forgotten for readers in the 
midst of this story line about action research. Hence, the above quotation by Douglas serves 
as a blunt reminder about how organizational development impacted everything else, 
including the teachers' commitments, which in turn impacted what teachers were willing to 
learn and to do within and outside of their classrooms. After reviewing this chapter, two 
other teachers felt it was important to point out that Peter had also asked the staff during this 
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meeting to take on extra duties such as fimdraising, which was perceived as "a large stress on 
the teachers since we had just started teaching and we did not know the organization that 
well" (participant check, March 2003). 
Douglas continued to emphasize the dedication that he had seen in public school 
teachers, agonizing over lessons at night, but not so with our teachers. "There was an 
attitude," he said, that they seemed to want things done for them. He implied a certain 
laziness among teachers, and made less of the insecurities and fears that teachers with little 
teaching experience would bring to a job such as this, indicating instead that it was their 
responsibility to put the most possible into their work and being puzzled over why they had 
not. From his interpretations, he made two recommendations about starting another holistic 
school. He thought it would be better when hiring to be more upfront with teachers about 
teaching being a real profession and a calling, and secondly that it might be easier to start 
such a school by teaming up with already existing schools with a holistic orientation, or at 
the very least hiring teachers who have more experience from the start. Douglas felt strongly 
that our teachers simply did not have the academic teaching experiences needed. He 
described an example of one teacher standing in front of children and writing "SCIENCE" on 
the board, "just having them copy it into a notebook. Well, there was no experiential 
learning." Sensing his irritation, I asked what he thought teachers had understood about 
holistic education from the initial five-week teacher development program. He replied, 
I'd have to say that to the extent they did get it, they felt paralyzed by it, 
because they didn't know where to go from that. So, it's a technique—it's not 
a technique; it's a notion that is not a curriculum. And I think people felt kind 
of philosophically frozen by those concepts, and I'm saying that just based on 
what actually happened when they got in the classrooms. 
In reading this, one TEC Board member later questioned the extent to which this might be 
due in part to the lack of exposure that any teachers get in their college education about 
holistic approaches to learning. If teachers had had some introduction to these approaches for 
education earlier in their teacher training, it is possible that the ideas presented might not 
have felt so paralyzing. On the other hand, it is questionable whether a "little exposure" to 
something as radically different as holistic education would have sufficed. 
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Douglas went on to discuss how the teachers, in not wanting to be directive in their 
classrooms, tended to not teach some of the basics that needed to be taught. Sticking to this 
theme of the teachers' difficulties in learning about holistic education, he added: 
I don't think people were able to hold all the aims in their mind 
simultaneously. I think it really comes down to that, that they could seize on 
a few things [about] holistic education. Like someone might think, "Oh you 
can learn through play," okay I'll give my kids mostly play opportunities. Or, 
they would say, "I'm not a teacher; I'm a facilitator." Well, okay, that's great 
for high school kids, but it doesn't work for 7-year-olds, I'm sorry. I'm going 
to facilitate their learning: Yes, go to the Internet and look up the subject on 
reading and writing. You know, a 7-year-old is not there. 
Here, Douglas broached a rather controversial issue, and showed himself as falling clearly on 
the side of greater directivity that he felt teachers should lean toward, without seeing how 
teachers can be truly facilitative with younger students. Next, he jumped to the theme of how 
little sound research has been done in working more holistically with children. Maria 
Montessori researched considerably the learning of young children, and more has been done 
for adolescents recently (see particularly the work of Rachael Kessler), but for the age range 
of 8 to 12, which were the majority of our students in the first year, there were few examples 
of established holistic practices to which our teachers could turn. 
One example of a "good practice" to which teachers were briefly introduced was 
Reggio Emilia (see Chapter 7, page 187) and its project-based approach to learning. In a 
participant check with Douglas, he explained how impressed he had been with this approach 
as being the closest thing to a model of holistic education that he had read about, and 
simultaneously how disappointed he had been in his "colleagues' luke-warm response" and 
"outward rejection" for what he felt they could have achieved with the greater use of 
projects, art, and documentation of children's works. He noted two sources of resistance with 
respect to the implementation of Reggio Emilia. One was that when asking the main office 
about a camera to document children's works, teachers were told that it was quite expensive 
to develop film and that there was no budget for this. The second resistance was within the 
school culture itself in which several students displayed "very exaggerated behaviors" in 
opposition to doing art work. He pondered about whether this "resistance to art" might have 
been impacted by teachers' initial responses to art projects, as well as whether it would have 
been useful for Kent to follow-up on the Reggio Emilia and their project notebooks as 
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closely as he had followed up on their action research projects. (As the school was structured, 
however, it was not Kent's responsibility but that of the principal to facilitate this type of 
day-to-day learning with teachers. While teachers often looked to Kent to lead them and he 
sometimes did so to compensate for the lack of experiences among the principals, he had not 
been hired as the school's principal, but as the director of education programs. Also, although 
Kent had suggested Reggio Emilia to the teachers for reflection, he was not himself trained in 
this approach.) 
In the October interview, Douglas described another concern as, "the training we got, 
I mean it was extensive, but it was at a certain level. It was us talking in a room; it wasn't us 
working with the kids." He felt that with the hands-on orientation of several teachers, that 
actual classroom models of people working with kids would have been more useful. He 
wanted examples of people teaching academics—math and English—in more holistic ways. 
From Douglas's view, "We need to be looking at science and math and reading with a 
holistic eye." This led to perhaps his most direct critique of Kent as a facilitator: 
Kent treated us very much as equals, although he did have very definite 
notions about what all that meant and what had to be done. And he tried to be 
considerate of our various learning styles, but you know, Kent is an 
intellectual and he learns in that way and teaches in that way. And I think that 
there were at least two people who don't learn that way, and a couple who 
although they learn that way just found the concepts very confusing for them. 
While a couple of teachers did not always agree about Kent showing consideration "of our 
various learning styles," Douglas with his own orientation being more intellectual seemed to 
show greater understanding of Kent's style. Still, he felt that this style was difficult for some 
teachers, especially when combined with the difficulty already inherent in the challenge of 
understanding the nature of holistic education. 
Douglas's last point as he looked at the school's forthcoming ending in retrospect was 
that he felt teachers were sometimes trying to "reinvent the wheel" and not using the existing 
literature in education as much as he thought they ought to use it. 
They were trying to dig inside themselves and find it [how to teach]. And 
that's great if you can do that, but I don't know that anyone was really doing 
that. There were moments, but there were some people who I just think were 
just incapable of it, without resorting to just doing what they had done in their 
own schools. 
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Knowing that one of the greatest values of holistic educators is how they learn to create 
unique lesson plans that emerge in relationship with the students, I questioned him on this, to 
which he responded: 
That was a very tough issue, because on one hand, when you're teaching 
holistically, you want to observe and you want to make interventions that 
reflect the truth of who your student is. So, there's a sense of not wanting to 
do business as usual. But I think there's still a great value to what other 
people have done and what research is out there, especially things like how 
the brain works and how kids learn, and people seemed to just disregard that 
with some idea that they were going to... 
Before he had finished his thought, I interrupted at one of his pauses to ask more about where 
Kent was in all of this (knowing that Kent read rather widely in reviewing research), to 
which Douglas replied, 
And whenever that was brought up, he would certainly [say] "Yeah, look at 
what other people have done. Steal it; borrow it; consider it. Don't take it on 
whole cloth, as it can be seductive to just take on techniques. So, I want you 
to be careful about it." But, he didn't say don't do it; he didn't say don't look 
at that stuff. But, I have to say that happened. 
Thus, using existing literature (aside from Krishnamurti's writings) to inform the school's 
practices appeared to occur more with Kent, Douglas, and also the new teacher who arrived 
in May, more so than with the other teachers. This may have been partly an artifact of the 
school's being new and having less experienced teachers; with so much newness, it may take 
a few years for a new school's teachers to feel secure enough to take on additional readings 
about their profession. There are just so many other details of school life to which teachers 
often feel they should first put their attention. 
In summary, Douglas viewed school development and teacher development as closely 
related. He was especially concerned about the commitments of teachers at our school to 
teaching as a real calling and profession. He was also concerned about the perspectives of 
parents as well as of teachers about holistic education, and how their concerns and 
perspectives impacted one another. He saw a balance that needed to be created for teaching 
academics more holistically, and felt that teachers needed more hands-on examples about 
how to do that. The two issues that he seemed to question most were the hiring of teachers 
without what he considered to be the requisite experience in teaching academic subjects and 
the lack of hands-on models and examples about "how to" teach more holistically. He never 
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blamed the school's ending on any one thing, but portrayed it as a complex story involving 
many characters and many perspectives. However, his overall emphasis as he responded to 
my questions pointed toward one of his final statements: "The whole thing with teacher 
development, I think, is really crucial to a new holistic school." 
In a participant check with Douglas four months later, he talked with me at length 
about a few other issues which he felt were important to consider as well. He questioned the 
role of TEC (The Educaré Center) as the umbrella organization in relationship to the school. 
He felt that the organization's particular approach to child development seemed quite useful 
for weekend parent courses to help "jump start" their understandings of child development, 
but viewed it as more limiting in daily classroom situations. In addition, TEC's adult and 
family programs had colored the parents' views of what the school was going to be like; the 
other TEC programs had been focused on helping families as a system to communicate and 
work through issues, which was not the purpose of the school. Douglas further realized that 
in trying to not make things personal (about particular teachers), he had sometimes 
generalized too much which he felt impacted my interpretations of the story. So, he became 
more forthright in discussing with me some of the "strong social and personal agendas" that 
he felt each teacher had brought with them into the school, and that could and did interfere 
with their observations and perceptions of the children. He discussed an idea of "concentric 
circles"—the social networks for parents versus single people, with himself being the only 
parent on the school staff, and how this influenced the school's development as well. (The 
new information presented by this participant check was incorporated into Chapter 2, as well 
as the interpretative sections at the end of this chapter.) 
Megan's Narrative at the School's Ending 
When I spoke with Megan, I began to see another variation of the school's story that 
emphasized different issues, and some points that had originally been buried in my own 
telling of this case report, as well as in Douglas's narrative. As with Douglas, there were 
several issues that Megan brought up during this retrospective interview that shed light on the 
delicate relationships between school development and teachers' capacities to learn within 
the action research program. During this interview and the informal interactions in the weeks 
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that followed, she began to talk with me more about her perceptions of the teachers' early 
feelings of discouragement, of their need for more support, and "this kind of energy about 
not liking Kent" that seemed to have been initiated, or at least encouraged, by the first 
principal of the school. Perhaps, when there was no longer a school with its students or its 
staff to "protect," it was a little easier to talk about things that went awry. 
We had met originally at Megan's house for this interview, but as we sat and talked 
of recent events, the timing did not feel quite right for a formal interview. Too many 
concerns of too personal a nature on both of our minds, it seemed, so we just chatted for an 
hour. Then, we met the following week back at the school—sitting in the two soft blue chairs 
in the "principal's office" as we had done for past interviews. The school was back in 
session, with five students and two teachers, for its last term. Megan was wearing slacks with 
a short-sleeved tan shirt and a blue denim shirt/jacket overtop. I had given her the questions 
the week before, and she came prepared with a little sheet of key points that she wanted to 
cover. 
She talked first about feeling "a little embarrassed about coming back, and a loss of 
words for what I was going to say to the parents about the situation, and even talking to 
staff." She did not know how to approach the situation, and felt that she had somehow failed 
at her job, not knowing what exactly she was suppose to have done. She reprimanded herself 
saying, "I know that I could've put more energy towards my teaching, my planning, and my 
organizational skills with the new position that I had." Then, she asked herself, "Why didn't 
I? Why didn't I use the things that I know I could've? Or, why didn't I use more energy?" 
Not quite sure of the answer, she replied to her own questions: 
What I feel right now is that there were so many changes, and I was just so 
unsure about my job and so unsure about the stability of the school that I lost 
my creative energy. I kind of went on auto pilot and just did what I had to do 
to get through, I guess. (Interview, 10/9/02)9 
Thus, according to these perceptions, she saw connections between her own feelings of 
uncertainty (implying an internal aspect of fear with "I was..." as the focus of her sentence) 
and the school's instability (implying an external aspect of fear). In the section that follows, I 
9 The remainder of quotations in this section were from the 10/9/02 interview with Megan. 
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will discuss why I interpret these as "aspects" of fear, rather than sources. Megan related 
both of these issues to losing her "creative energy." She also admitted there were parts of the 
year when she had been creative, "but I know I didn't push myself like I had in past 
positions." Her focus was on self-responsibility, despite the challenging external conditions. 
I asked about the school culture and if she had noticed, as another teacher had told 
me, that it might have sometimes been dismissive of innovative ideas. She seemed to agree, 
explaining how she felt that had originated: 
At the beginning, I felt like a lot of the teachers had really great ideas that 
were questioned, not questioned in a way that's wrong, but we had to really 
look in every detail before we did something. ... "You need to look into this 
and that, and why are you doing this? And how would this benefit [the 
students]?" 
There were so many questions that were put before them early in the school's development 
that she thought teachers felt a bit overwhelmed. She talked about how they did have a lot of 
ideas but that "we didn't really know all the reasons behind them and how to even answer 
those questions." When I inquired about what kinds of questions were being asked, she could 
not remember exactly, 
Just things about reasons and how does this relate to the theory of the school, 
and how is this going to relate to the holism of the children, and the education 
of the students. Yeah, it was just a lot more than coming up with a nice idea 
and seeing if it works... And so, I think for a lot of people, that was 
discouraging for them. 
Based on Megan's descriptions, it seemed as if the teachers were afraid to inquire too deeply 
(an internal aspect of fear), or put another way, perhaps they felt intimidated by questioning 
that went beyond their perceived capacity to answer (both external and internal aspects of 
fear), with no concept that asking the questions may be more important than any immediate 
ability to answer them. However, Megan did not make evaluative comments about these 
fears nor about the vulnerability that teachers seemed to be feeling; she did not say directly 
that either Kent or Robert may have pushed them "too much" nor that they were unable to 
push themselves "enough." These were not matters that could be measured or assessed in that 
way. Instead, she acknowledged that there were many ideas for teaching children, lots of 
questions posed about motivations and reasoning, and a feeling of being overwhelmed. 
Perhaps it does not matter what they were "afraid of' (the elusive source), but more 
142 
importantly was "to see" the fear. Even if she could not fully explain it, Megan indicated 
seeing aspects of fear without focusing on blame, and she acknowledged some of her own 
responsibilities related to that by discussing it in the context of "why" she had not done more. 
Next, she talked about her own learning, seeming more confident now in her words as 
she contrasted the positives to the negatives of her experience: 
I definitely know that I've learned a lot, [and] the positive things that I've 
learned outweigh the negative things that have come about here. The 
relationships that I've built here, I think, are great friend relationships that I 
will continue. Through learning about [particular understandings of child 
development] and just holistic education and reading Krishnamurti, I've 
started to question a lot more about life, about how I was raised, about how I 
can change things that I don't like about myself, or at least looking at them, 
and facing them one on one. I guess that I didn't really do that before. As a 
child, I just thought that my parents were IT; I would go with what they 
believed, so that's kind of all changed. And it's been hard, really, as a family 
member to be going through that because you come up and you don't know 
how to face it with your family. 
As discussed earlier, Megan was beginning to question about how she had learned to please 
everyone—her teachers, her parents. So she made up her mind that she needed "to change 
some things." This is a nice example wherein Megan's accumulated knowledge (what she 
was learning) is not as important, for holistic education, as that Megan appeared to be 
developing tacit knowledge of herself. She was not just learning about new interpretations of 
her life history, but she was learning o/herself in more profound ways that moved her toward 
change. These were issues that could not be taught through any type of instruction, but only 
learned. 
Megan went on to explain the importance that she had found in self-reflection and 
wanting to continue with that. With her special education background, she thought that 
perhaps she could use that to be some type of a consultant for "special needs kids" and their 
parents—"to look at alternative ways of dealing with behavior problems, like nutrition or 
exercise, instead of [using] Ritalin [or] behavior modifications." Even though Megan did not 
make a big deal out of this conversation, it showed courage after just a few years of teaching 
experience to begin contemplating designing her own career based on the values that she held 
most dear. This was not the same timid 27-year-old whom I saw enter the school program the 
year before. 
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As for the negatives, Megan wished that there had been more "good, positive 
feedback, or at least feedback at all from Kent." She felt that they "didn't get a lot of that." 
She seemed to catch herself in seeing that she was wanting "positive" feedback and then 
corrected that, yet her first statement was telling. Megan seemed to focus on "positive 
feedback"—as if that was needed to confirm that she was "being the good girl." Then, she 
backed up from that to look at support and how she associated it with feedback of any kind. 
She explained that she felt this was why one teacher had quit in February, "because she really 
wanted feedback and she didn't feel like she got it." 
One issue not evident in this interview was why she (and others) had been looking for 
feedback from Kent rather than from Robert (the first principal). Kent's relationship with the 
teachers was suppose to have been more of a distant guide providing support for the school 
principal and in-service programs for the teachers. Daily feedback and encouragement for the 
teachers should have been the (primary) task of the principal during the first term. Yet it 
seemed easy for Megan, and for others as well, to look to Kent as the "leader" of the 
teachers. (This is discussed more on page 159.) 
Megan then talked about how the changes with students and teachers leaving "were 
really negative for me." With change being difficult for her anyway, "and then to build 
relationships that first month, I mean we had to become so vulnerable with each other and 
open our lives up to these people, and then to have them leave, that's really hard." Quietly, 
she repeated, "That's really hard." 
She discussed the need for support from peers as well, feeling that positive feedback 
was especially important during the initial phases of a school, and that they did not even 
seem to provide it for one another. She explained it this way: 
When you're trying something new, like we were, you need that reassurance 
from each other as a support team, to get you through, to know that, "Yeah, 
we're all fumbling along, but you're doing a good job, and you're getting 
back up, and you're trying something else that might work." It was 
something that a lot of us struggled with right at the beginning. 
In a later informal follow-up about this interview, she added reflections about the uncertainty 
that seemed to develop between teachers, especially after one teacher was let go at the end of 
the first term. This, again, points directly at the issues of job security with the school's 
144 
having to lay off a teacher just three months after its start, and the fear that this evoked 
among the remaining teachers. 
Returning to the issue of feedback, Megan felt that the work the teachers had done 
together in August (with Kent, Peter, and Satya) toward creating forums for more collégial 
feedback had been particularly helpful, and wondered why when a teacher had brought up 
the idea for this type of critical support some months before that it had not been well 
received. She also reflected on her ideals about what she would have done if she had been the 
one starting the school, and in doing so gives an indirect criticism of Kent: 
If this was my baby and this is what I was starting, I would be here every day. 
I would be checking in on the kids, I would know who the kids were, I would 
be talking to the parents more, I would. I mean that's what I think I would 
do... 
She did not consider herself as one of those starting the school, that was Kent and to a lesser 
extent the other directors at TEC. Considering the values of the school, I asked her how—if a 
founder were checking in on the school all of the time—would that impact the teachers' 
confidence to develop their own expressions and styles of teaching without imposing on 
them. She replied: 
Well, that's good too, but I don't really feel like we were given the freedom 
either. I felt like there was, even though people [the founders] weren't 
around, there was this—I don't know how to explain it really. But, there was 
still this feeling that you have to do it this certain way. It wasn't written down 
anywhere, but you couldn't hand out worksheets. You knew that you couldn't 
do certain things, even though the person wasn't here. Supposedly, there's 
suppose to be freedom, but that's just not—and maybe I'm in this negative 
area now. 
So, Megan questioned whether the teachers had freedom or not from "the authority" of the 
school's founders. Then, she interrupted herself to question her current state of mind (with 
the school just closing and all), adding, "Yeah, my idea is kind of skewed at this point." It 
was if she was afraid to say too much, afraid of her own interpretations. She had already lost 
her job (or soon would with the closing of the school) so she could not be afraid of job 
security at this point—it was already gone. This was more of a caution she had about her own 
thinking, where she was questioning TEC's directors yet seemed afraid to question them, too. 
This is not the first time that I noticed how in making indirect criticisms of Kent, 
Peter, and Satya, teachers would lapse into a generic reference of TEC's directors, such as 
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calling them "people" or "the person." Even in an interview where they were not directly 
facing these directors, it was still difficult to make a criticism. In my uncertainty of how to 
interpret this, Megan—who found this observation interesting—suggested this might relate to 
a distancing of herself from looking at someone else's faults, or a way of being less 
confrontational. Another interesting aspect of this issue is that when I probed about whom 
the teachers (or parents) were referencing when they were talking about those "in charge," it 
was usually a reference to Kent or Peter, and sometimes Satya; however, both Satya as well 
as Cindy were program directors at the organization and were actively involved and invested 
in decision-making for the organization at large. Through the facilitation of outdoor 
education weeks, Cindy was even more involved with the students at the school than Satya, 
yet she was never referenced in any teacher interviews about this case study. 
When asked about how Megan saw the school's development as having interacted 
with the teachers' development, she discussed how the changes in students and staffing from 
the third through the sixth month created a great deal of uncertainty and a sense of instability: 
You have a hard time being the best teacher that you can be when you're in a 
situation where you're worried about: "I didn't get my paycheck," or "Am I 
going to lose my job? Am I going to be the next one to go?" Or, "Does this 
school have enough money to fund itself?" So, all of these things, I think, 
were on all of our minds, and prevented some of the teacher development, 
that should've taken place, or could've taken place. 
Again, there is some background here that needs explaining. There was one paycheck in the 
middle of winter that was late for all employees, and the school staff was not informed in 
advance about this; we just suddenly did not get a paycheck on time at one point. Kent only 
learned of it when the teachers (thinking that he knew) brought their feelings about it to his 
attention. They had really been shaken by this incident, and my sense was that Kent was 
shaken by it as well. Thus, these issues of perceived fiscal difficulties at the organizational 
level ("I didn't get my paycheck") and fear for one's job ("who's going to be next?") were 
interpreted as taking precedence in the minds of teachers over their learning about 
themselves or their teaching practices. 
As we wrapped up the interview, I expressed my own frustration about being the one 
to have to write up this case and all the difficulties it presented. After a short discussion, and 
still feeling exasperated, I said "This is so hard, because I don't want to defend Kent in any 
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way. I have to show the stories without defending people about decisions." Suddenly, a door 
opened up about something that I had sensed, but none of the teachers had yet put words to 
this part of the story. Megan began slowly, "Maybe I'll say something that might help.. .I'm 
going to fumble through this because I don't really know how to say it." She explained how 
she really liked Robert (the first principal) and that they were still friends, 
But, I think from the very beginning, he started this kind of energy about not 
liking Kent, and ...it started so early and it traveled so fast between the 
teachers and [Robert], and I think it was hard to get away from that once he 
left. It was hard to turn it around for a lot of teachers, even though, I started 
seeing a lot of things in Kent that I hadn't seen before when [Robert] left. 
...Kent was really shocking me with the flexibility he started to have, and just 
the kindness, that I didn't see before. 
She fumbled here, not wanting to blame Robert and wondering if it might have been some 
peculiar "relational thing" between Robert and Kent. She repeated, "it just traveled so fast to 
us, and then it was us against him"—the teachers against Kent. She did not think that 
anybody meant for that to necessarily happen, and discussed how difficult that made it when 
she started to take over as Robert left: 
That was my hardest thing: to help teachers see that Kent could be this other 
man, because they already had it in their mind that he was the enemy almost. 
It was weird. 
We talked about how that perception skewed everything, including relationships with 
parents, and that it was not just the teachers against Kent, but that it was in some ways them 
against Kent and Peter, as well as Satya, and perceptually, she added, "we were different." 
Megan reflected on it: 
Just when I look back at what happened, I see that as major blockage for the 
staff and Kent. And it wasn't necessarily Kent's fault at all; it was kind of 
just a rumor mill. I don't know. I don't know how to describe it, but it's 
weird, how people would just latch on to somebody and take what they say, 
instead of— 
Here again, she stumbled with words, and found that rather than describing how teachers 
latched onto opinions instead of looking into things for themselves, that it was easier to talk 
about how Colleen had come on staff and helped her see things differently. 
So, that was good, because she kind of helped me see, "Well, this guy Kent is 
the only one that's talking to us about holistic education. No one else in the 
school discusses it." 
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While the others talked more about their personal lives or rumors going around, Megan and 
Colleen were becoming more of a team, and it was evident in the learning experiences of 
their students that summer. Megan really liked working with Colleen, "because it was fresh, 
and she was positive, and we did talk more about holistic education, and what we needed to 
do." But even then, she noticed how things could easily lapse into issues of them against 
another teacher, with the other teacher sharing ideas that she perceived as him "thinking that 
he knew better ways of teaching the younger ones than we did. And there was a battle there." 
She seemed frustrated as she added, "I don't know. I don't know how it would be different." 
At this point, I stepped in and shared a little more about a perspective that Colleen had shared 
with me about the teachers seeming divisive and acting out the kind of conflict about which 
Krishnamurti often wrote. To Colleen, it had seemed as if the others did not see it. Megan 
stepped into the storytelling here, and responded in a very soft tone: 
Well, and maybe, we did see it, but we didn't have the energy to change it, or 
want to look at it. I don't know. But, yeah, it was really kind of weird. ... 
[sigh of disgust] Many times I would read something in a letter 
[Krishnamurti's Letters to Schools that the teachers were reading together] 
that was going on currently, I mean that was RIGHT THERE, facing us, right 
there, and we didn't discuss it at all in the meeting. No one would bring it up. 
And I don't know if we were afraid to bring it up, and face the real issue. 
Again, the theme of fear shows itself in a way that was directly tangible to Megan, as well as 
being emotionally charged and layered with uncertainty about the source of the fear. 
She goes on to talk about how one particular teacher seemed afraid of letting Kent 
know anything about what was going on. She would talk to the teacher privately about his 
concerns: "What's the big deal? Let's talk to him about it. He might not give you the 
response that you think he's going to give you," but that the teacher continued to be reluctant. 
I pondered if he was afraid because Kent could sometimes be quite stem, and Megan replied: 
I've only seen him really be stem one time with us as a group, and that was 
just about meeting the Sunday before we started a term, which every teacher 
has to do some planning before they come back to school, and it was a real 
battle with the teachers coming back one day early. And that was the only 
time that I really saw Kent be that way. 
Thus, from Megan's perspective, it was important to talk with Kent about issues of concern 
related to her teaching. In a participant check (of Chapter 5) she also discussed how she 
would sometimes get all worked up about an issue to bring to his attention, and then when 
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she finally spoke with him about it, his manner would be so non-threatening and unassertive 
that it surprised her, and sometimes even caused "the" issue to fizzle out. He also seemed to 
listen well and was often agreeable on matters that she thought would be more difficult to 
discuss (such as asking for a raise). 
Megan had started her narrative by sharing her own embarrassment about returning to 
work after the announcement of the school's closing and her personal sense of failure in that, 
feeling that she had not put all the effort and energy into her work that she could have. She 
then discussed what she saw as both the positives and the negatives about her experience. 
The positives were related to the friendships that she had developed while at Educaré, as she 
learned to question more about life. On the negative side, she felt that there had not been 
enough encouragement and emotional support for the teachers being in a new school of this 
type, by either Kent or the other teachers in supporting one another. She was also critical 
about the limited freedom of the school; they could do what they wanted in their classrooms, 
but at the same time it seemed to be moderated in unspoken ways by the expectations of 
TEC's directors. She had also felt that the teachers' development, particularly hers, had been 
negatively impacted by the many changes at the school with two layoffs and two teachers' 
leaving, a situation that was made particularly difficult by the closeness that had developed 
among them. Underlying her interpretations were fears about job security and the financial 
instability of the organization as indicated by paychecks that were late and the alarming 
December staff meeting. Finally, she talked about the "weird," almost unconscious "us/them" 
attitude that the first principal and teachers had developed between themselves and TEC's 
directors, particularly Kent. 
While neither Douglas nor Megan had necessarily discovered any ultimate "truth" 
about what happened with the school's development and its eventual ending, their narratives 
revealed interpretations that were common among teachers and other organizational staff, 
parents, and community members. The remainder of this chapter presents a more detailed 
interpretation of these issues by examining themes that were discussed in both interviews as 
well as hinted at throughout the research process. 
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Patterns and Themes Across Stories: Fears Uncovered 
In this section, I highlight commonalities and differences between the particular 
views of Douglas and Megan and then move into interpretations of issues that impacted the 
learning of all the teachers. The purpose of this analysis is not to evaluate the teachers nor 
even to compare them. Rather, the purpose is to show readers the diversity of views and 
underlying issues that were impacting this teacher development program. Occasionally, I do 
make comparisons because seeing a contrast seems helpful to understanding an issue. Yet, I 
am quite wary of Krishnamurti's admonition that "Cruelty has many forms. A look, a 
gesture, a sharp remark, and above all comparison" (1981, 125). While he was speaking 
about the use of comparison in education, educational research is like a written form of 
education through analysis and reflection of experiences. It is cruel to compare Megan with 
Douglas because they were so different, their backgrounds, their talents, their beliefs, their 
speech, their frames of understanding, and neither teacher was more or less than the other 
teacher in their understandings of holistic education or our school's issues. Nonetheless, there 
do exist more and less sophisticated understandings of issues, and my intention is to move 
toward greater sophistication by placing two sets of perspectives side by side. In addition this 
section gives a more detailed critique of organizational issues that impacted the teachers, as it 
is only by showing all of what the school staff was questioning that we can better understand 
how their learning was impacted. 
One commonality between the narratives of Megan and Douglas was something that 
neither of them mentioned but that I have often heard embedded in the narratives of other 
teachers, particularly after being burnt out by teaching. Neither of these teachers showed any 
animosity towards students or the difficulties that students had posed. This pattern was 
broken in a participant check when one teacher discussed some of the challenges with 
students who showed resistance when teachers tried to introduce more of the arts into the 
school. Otherwise, whenever students were mentioned, it was only with heart-felt care and 
concern about what would happen next to our students and whether we had served them well 
while they were at our school. This is such a different "mentality" than one finds underlying 
the culture or attitudes in many schools that it may be worth exploring in further research 
about holistic schools. Similarly, neither teacher seemed to hold any animosity towards Kent 
150 
either, despite the amount of questioning that they and others did of Kent's decisions. In fact, 
when they did critique Kent, it was done ever so gently, usually speaking indirectly about 
happenings or decisions that were made, with an inference about Kent as the "actor" behind 
the decisions but not implicating Kent personally. 
While I did not notice any common conclusions within the particulars of Douglas's 
and Megan's final interviews, some issues across these two stories indicated similar 
viewpoints. Both teachers showed disappointment about the school's closing, yet their 
disappointments pointed in different directions. Megan was disappointed about finally 
discovering how easy it was to bring parents into the classroom when at last it was too late to 
change what had happened with teacher/parent relationships the year before. Douglas was 
disappointed about the school ending just when he was becoming more emotionally invested 
in it, as well as being disappointed about the remaining options for his own son's education. 
Both Douglas and Megan showed a willingness to reflect more critically about the 
responsibilities of teachers at the school, though their points of concern were quite different. 
Douglas focused on the perceived need for teachers to take more responsibility to connect 
holistic approaches with academics, while Megan did not mention academics at all and 
focused instead on the perceived need for more feedback and collégial support. Both teachers 
expressed frustration about issues that had developed between the school and the parents, and 
similarly, both focused on teachers' interactions with parents while failing to mention the 
organizational directors' responsibilities with respect to this issue. Finally, as far as what 
each teacher had to say in our final formal (taped) interviews about the action research 
program, they both expressed appreciation for the reflective and observational skills they had 
developed and how such learning might be useful in other settings. 
Less obvious though perhaps more pervasive than these issues were themes revealed 
throughout both interviews by how issues were discussed as well as what was not discussed. 
This points toward the more tacit knowledge that is, by its nature, impossible to put into 
words, yet seemed to underlie the interviews. Based on the interpretive summaries of each 
teacher's narrative and follow-up discussions with participants, I have made the following 
deductions: 
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• The insecurities and uncertainties felt by the teachers about their jobs were 
impacted by the teachers' own perceptions (immediate seeing) and interpretations 
(reflective thinking) as well as by external circumstances. 
• The teachers were continually worried about the instability of the school (in terms 
of its enrollment and financial support), which influenced their thinking and their 
fears, which in turn negatively influenced their attentiveness to learning. 
• Fear relating to conflict seemed to exacerbate relational issues among staff, which 
also impacted teachers' learning. 
Underlying all these interpretations of worries, uncertainty, and insecurities faced (or 
avoided) by the teachers, this study points toward the ways in which fear itself interferes with 
teachers' learning. 
While I am generalizing from the interviews with two teachers to the entire teaching 
staff, the descriptions provided by Douglas and Megan of what was happening with the 
school staff combined with my own observations and informal interviews seem to support 
this level of generalization. While a direct causal relationship between the teachers' fears and 
their learning within this action research program cannot be demonstrated, there were many 
hints at an inverse relationship between fear and learning: As teachers' fears were fed 
without their awareness, their learning decreased, and conversely as their openness to 
learning was nurtured, their awareness of their fear increased while the impact of the fear 
decreased. 
Evidence for this general interpretation comes by first noticing the teachers who 
seemed to learn versus the teachers who seemed to not learn (as evidenced by their inability 
to discuss action research in any depth, as well as private concerns expressed about their 
teaching practices). The ones who were learning were doing their best to take responsibility 
for themselves, despite the difficult extraneous circumstances that contributed to fears and 
uncertainties. The ones who were not learning were more impacted by the external 
circumstances and kept their fears inside or expressed negative opinions through 
inappropriate channels (such as discussions at lunch in front of children and other teachers). 
Teachers' subtle and unconscious fears had, as Douglas pointed out, likely been 
nurtured by childhood insecurities; however, more immediate fears were inadvertently fed in 
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many ways, including the teachers' fears and the parents' fears spiraling around one another. 
There was no single source, and thus I question whether the "source" is as important to know 
as simply "seeing the fear," learning of it, rather than just learning about it. Certainly, there 
were internal as well as external aspects to the fear. Internally, some teachers were able to see 
themselves as part of the fear and take responsibility for that while other teachers looked 
more often at blame rather than their personal fears, which seemed almost like poison to 
relationship building. Even though there was legitimacy to some external factors that they 
identified, the lack of trust and the lack of care that this fear engendered was evidenced in 
concrete ways. Most notably, it was evidenced by the dislike of Kent that was fueled among 
a few teachers, their distrust of the organization, and the camaraderie that never developed 
among teachers (until the summer when a new teacher came and two current teachers began 
focusing more on their own learning, and being less entangled by gossip). 
While implicit issues of how teachers were interacting with their fears was notable in 
teachers' narratives, the external aspects of fear seemed equally important. The school did 
have a low enrollment, which led teachers to question more about the finances supporting 
their salaries, which increased the parents' concerns about their children, which further 
fueled community concerns about the organization's reputation. Financial security was 
particularly important to the teachers. Some staff (including me) questioned why such an 
extravagant building had been created without more attention to salaries. During the year, 
teachers noticed how some TEC office staff showed dismay at the teachers for being given 
four three-week vacations between school terms (which they felt was unfair as non-teachers 
did not get the same vacation). This was one of several indicators of an organizational culture 
based on hard work without high pay (prior to the school's opening), which aggravated some 
teachers, and Robert's acting as a "union representative" on the teachers' behalf seemed to 
further aggravate rather than ease these tensions, adding to the "us/them" mentality. The 
impression given to school staff was that there was funding for two full years to support this 
endeavor of getting the school off the ground, though one board member later said there was 
no way that was ever true; and as it became clear that this was not the case, this caused fright 
among the teachers. Now, couple this with that instance when no one's paycheck came, and 
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another wave of panic and fear led some teachers to blame Kent and Peter, with angry gossip 
that held them personally responsible. 
It should be acknowledged again that 2001 was an economically insecure time for the 
entire culture, and some private funders from whom TEC had hoped for money did not come 
through. In addition, this was the first year in which TEC's Board and most of its program 
directors had been responsible for such a large organization. As mentioned in Chapter 2, TEC 
had just moved into this "growth spurt" where they went from a few support staff and 
program facilitators to over 25 staff in a period of just a few months. When finances became 
more of a struggle, Peter dealt with it in a way that might have been effective with a smaller 
staff—a meeting essentially conveying that "we all need to buckle down—these are tough 
times." My impression was that Peter had wanted to talk about some of the fiscal difficulties 
with staff all along, but that Kent had cautioned against it, and so such a meeting perhaps 
came as a surprise to teachers, more so than to other staff. Unlike the office staff who worked 
more closely with TEC's bookkeeper, teachers were one step removed from seeing the ins 
and outs of fiscal issues that office staff implicitly noticed every day. Also, the teachers had 
only been on staff for a few months and had not developed a personal level of trust about the 
integrity of TEC's directors, while being fed rumors from the community (including parents) 
that put the credibility of some directors into question. Hence, this meeting for most of the 
teachers seemed like the beginning of the end, fueling their fears rather than assuaging them. 
If we had had more experienced teachers or a principal who was more secure in his position, 
the financial issues would have been difficult, but not nearly as traumatic as what they 
seemed for young teachers who were unfamiliar with and thus influenced more by the gossip 
that goes along with a small school, particularly one that is new in a rural area with many 
"alternative" understandings of holistic education. 
Turning back now to the action research program, it appeared that the teachers' 
learning within the action research program was mediated by the quality of their relationship 
with Kent as well as by their own abilities to take responsibility for their self-development. 
The teachers whose inward fears may have made them more sensitive to external issues 
found reasons NOT to learn action research. Simultaneously, as their fears grew, their 
distrust of Kent also grew, and they seemed less willing to take the leap of faith that research 
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would be worth the learning that Kent implied would be gained. The teachers who tacitly 
seemed to be more aware of the external issues (including the influence of community 
rumors and fears among parents), and who saw how their internal issues related to these 
external issues, seemed the most open to learning about action research. Simultaneously, as 
they got to know Kent better and to discuss issues more openly with him, their action 
research improved as evidenced by the quality of their learning within it. 
Fear relating to conflict also exacerbated relational issues among staff, which 
impacted the teachers' learning as well as their teaching practices. Fear about conflict was 
mentioned directly by Megan on several occasions, and it also showed up in that other 
teachers avoided tape recorded discussions about their views concerning decisions made by 
TEC directors, apparently in fear of creating direct conflict, though, it was a bit easier to chat 
about such matters "off the record." It was also difficult for teachers to discuss challenging 
relational issues among themselves (in a non-blaming way), perhaps again in fear of creating 
conflict. However, to say that there was a fear "of creating conflict seems to simplify the 
issue; what fear meant and how it was viewed by each teacher was quite different. For 
example, Megan discussed her need to please people, which may have related to her not 
wanting to confront people about difficult issues, for fear of losing their friendship. Douglas, 
on the other hand, was acknowledged by his past experiences as a lawyer where it was his 
job to confront people about issues, though not necessarily in a way that was conducive to 
education. His learning about fear of confrontation was perhaps more along the lines of 
confronting people in more gentle ways that they could hear what he was saying—perhaps 
rooted partly in a fear of academic accountability to parents and maintaining his image of 
himself and the school as being strong in academics. 
Taking this "fear of conflict" theme to another level, a question arises of why 
"conflict" seemed implicitly to be such a concern among teachers. For Kent, conflict 
appeared to be an issue about which one should be attentive, but it was not really a concern 
(that is, something negative), as he seemed to take to take it in stride that disagreements arise 
as a natural part of any school. He seemed to perceive the issue of conflict differently from 
the other staff. If a person did not understand something as he did, he did not try to correct 
them or change their minds, but neither did he seem to avoid conflict as I saw him confront 
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issues when needed. It was as if he was neither seeking nor avoiding conflict. About the only 
time that he explicitly confronted people was when he perceived them to be having a 
negative impact on the learning of children or teachers at the school. Even then, when he 
described situations that I asked about, his descriptions depicted less of a conflict and more 
of a discussion about which he did not seem to have conflicting feelings (which seemed to 
aggravate anyone who did). Although his views clearly conflicted at times with those of 
others, he did not seem to harbor negative feelings toward people with differing views, nor 
did he appear to be adverse to their discussing contrary views with him. 
It was from observing Kent's strange tacit approach to conflict (and how others 
responded to him) that led me to ponder issues of fear and conflict from different 
perspectives. I began to wonder if in fact it was fear of conflict that had exacerbated 
relational issues at the school, or if more precisely it had been fear in relationship to how 
people confronted (or avoided) conflict that exacerbated issues. Conflict itself, and even the 
fear of conflict, may have just been a reality of the situation that created experiences from 
which teachers found opportunities to learn (or not). 
Another example of this interpretation was how it snowballed for teachers when they 
viewed themselves as "needing to keep the peace" by not telling someone else about an 
aggravating issue. Teachers who kept "difficult" issues to themselves seemed to put other 
teachers on edge because they were aware of one teacher's keeping quiet and then felt they 
had to face the issue of whether or how to confront that teacher. Thus, it was not exactly their 
"fear of conflict" but rather their fears in relationship to how they were perceiving a so-called 
conflict. 
Often, in psychology, one finds that fear lends itself well to the related phenomenon 
of scapegoating, which proved true for this case as well. Inevitably, these "suppressed" (but 
not too deeply suppressed) issues showed themselves in the form of opinions about Kent, 
who was perhaps the easiest target because he did not defend himself and he had implicitly 
an "odd" approach to authority (like none I had encountered before). Kent was perceived as 
"strong" and "different," and that made him a ripe target for gossip stemming from people's 
uncertainties and fears. Another frequent scapegoat of the school was the teacher who 
seemed to struggle inwardly in many ways and was a bit more "rough around the edges" 
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intellectually as well as socially; I noticed in retrospect how easy it had been even for me to 
focus on his shortcomings as a "source" for teacher difficulties. (Why couldn't he just see 
things more clearly, or be a little less obtrusive in declaring his opinions?) Later, I saw that 
my over-focus on him caused me to not be as aware of my own role in giving power to his 
opinions, and thus fueling the fears by how I perceived the "conflict" that he inflated (and 
perhaps sometimes created). Plus, I wondered how this affected his own learning when some 
staff were unable to hold him with "unconditional positive regard"—because we were afraid 
of what he was doing to the school's image. Thus, even when we all knew that self-
development and looking at one's own fears was a central aspect of holistic education, it 
appeared that we still fell into the habit of scapegoating as a way to not look at our own fears 
and without even realizing that we were doing it. 
Another sensitive subject that impacted the teachers' relationships with TEC (and was 
not mentioned in teacher interviews) was the way in which two particular teachers viewed 
Kent (and to a lesser extent Peter). Their perspectives may have stemmed from internal 
issues of fear, yet there were also issues regarding their internal views about authority as 
well. According to one participant, there seemed to be an "overlay of anger" that two male 
teachers sometimes held toward Kent and Peter. (Note: This "anger" was not necessarily 
stated as such by the teachers themselves, but interpreted that way by other staff.) There were 
times identified when they were perceived by the others as being "pissed off' or even 
"furious" about any work they had to do beyond the 9 to 4 school day, and they would talk 
about their feelings over lunch—where other teachers and students were sometimes present. 
Rather than talking about their teaching practices or their own issues, it seemed these 
teachers were (unintentionally) a source for spreading negative feelings that really impacted 
the school. Yet, when other staff (at least four of us, on different occasions) approached them 
independently to encourage them to talk with Kent or Peter about their issues, or to get to the 
bottom of their issues, we felt discouraged. The fact that these two men were so easily upset 
by Kent and Peter, and not so much by either of the female program directors, seemed 
revealing as well. At least three TEC staff members came to the conclusion that these two 
teachers had some personal "authority issues" with men. Whatever it was, these men's 
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feelings about Kent and Peter were detrimental to their willingness to engage in learning as 
well as having an impact on students' and parents' attitudes about the organization. 
Thus, in examining issues of fear and relationships, one notices new subtleties within 
a "simple" story of teachers learning action research. In particular, the teachers' learning and 
tacit knowing of their own fears and uncertainties in relationship to their daily actions greatly 
impacted how they related with others as well as what they were able to learn of holistic 
education within the action research program at this school. While these issues were 
influenced by internal perceptions and interpretations as well as external factors, the 
particular sources of the fear appeared less important than the teachers' awareness and 
learning "of' its pervasive influence on them. 
Relationships, Leadership, and Freedom 
In examining narratives in response to questions about teacher development at the 
school's ending, another overlapping theme that I noticed was the tension that existed 
between individuals, on a relational level, at Educaré Elementary. When schools are trying to 
be more holistic, placing emphasis on the value of relationships, I cannot help but wonder if 
this magnifies relational issues more for everyone involved. There has not been enough 
grounded research on holistic schools to know if these kinds of challenging issues are 
common, or if they were unique to this particular school. Certainly, it seemed that there was 
a greater expectation placed on our teachers to be "holistic"—which at times appeared to 
imply some kind of "perfection in relationships," which was simply an ideal that no one 
could live up to. These expectations may have also been an outgrowth of the image that we 
ourselves created about the school, as well as stemming from the reputation of The Educaré 
Center whose program facilitators had had years more experience with families and parents 
than any of our teachers had had. 
The relational impact of leaders on teachers, and teachers on leaders, was distinct at 
this school. Although no direct cause/effect relationships were discernable, there seemed to 
be a certain spiraling of opinions, and who each person was in relation to each other had 
repercussions into all other aspects of the school's development. For example, Megan's final 
interview revealed how early opinions from Robert (the first principal) about Kent had 
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quickly spread to the teachers (as well as to parents), creating a negative outlook about Kent 
that was difficult for many of them to get over, even in light of evidence to the contrary. Yet, 
Megan was unwilling to place blame on Robert directly for relational issues that she did not 
understand. Douglas too had noted the significant impact of teacher/leader relationships in 
his descriptions of how the executive director's "state of the organization" talk had impacted 
the time and emotional energy that teachers were willing to devote to the school, when they 
thought the leaders were no longer seeing it as viable. Also, Robert's and Kent's interactions 
with each teacher and each parent were noted by many, and could easily become sources of 
intrigue and rumors, though I saw no value in pursuing such rumors as evidence in this case. 
All around, it was as if everyone wanted to be responsible for being reflective, but when 
things did not go smoothly, the reflections about cause/effect tended to point predominantly 
to those who were perceived as being "in charge." 
With respect to Kent's impact on the teachers' learning, both Douglas and Megan 
brought up an issue raised by others that deserves some interpretive reflection, that of Kent's 
general "style" in teaching as well as interacting. Kent's style might best be described as 
"intellectual," which resembled some of my own tendencies and thus may have sometimes 
caused me to overlook that he had a quietly eccentric way about him. For example, he was 
not outwardly artistic or musical such that teachers would notice it, but he was a connoisseur 
of opera, fine art, classical music, as well as wines and cigars, yet he knew practically 
nothing of the arts or music in popular culture. He had an appreciation for nature as well as a 
particular understanding of "the sacred" that strongly influenced his own values, which in 
turn impacted his relationships with teachers. The teachers' values leaned toward artistic and 
musical expressiveness more in keeping with popular or at least "alternative" culture, toward 
creativity unlike Kent's own, all of which may have influenced their relationships in ways 
that were not fully described by any participants. 
Kent's style was also viewed as being "non-confrontive"—from at least a few 
women's perspectives, though several participants noticed that Kent had a slightly different 
"style" of interacting with women versus men. It was sometimes viewed as a "gentlemanly 
and European style" that appeared more evident with women (and even irritated some 
women), and this style may have made it more challenging for some men (such as Robert 
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and Frank especially) to work with Kent. No one ever pinpointed this issue in formal 
interviews, but it was alluded to such that it seems important to mention. Without intending 
so, Kent's non-directive and non-confronting style may have contributed to a sort of subtle 
competition with other men. They avoided debate about issues with Kent—seeming to stand 
down from Kent's verbal prowess, yet they were critical of "authority issues" that they 
implicitly attributed to Kent when they rarely had the boldness to just talk with Kent about 
their issues directly. As Kent's assistant as well as a case researcher, I could never see 
evidence to support the opinions that others implied about Kent's inappropriate exertion of 
authority. Thus, I could only hypothesize this "old world style" seemed to skew opinions, 
though, after reading a draft of this chapter, Kent became aware of another factor that may 
have influenced relational issues in this case, related to the structure of our school and 
people's expectations. 
Educaré Elementary was structured so that Kent was the Director of Education— 
overseeing the education programs which included the school, the teacher development 
program, research projects, related publications and consulting with other TEC programs. 
The principalship (later co-principalship) was intended to oversee the daily operations of the 
school, including attention to teaching practices, teacher/parent relationships, school/parent 
relationships, and especially the needs of students. According to Kent, the only reason that he 
stepped in to help with morning teacher meetings was that there was a "leadership vacuum" 
from the very beginning, implying a lack of competence on the part of the first principal to 
provide teachers with the support that they needed and a lack of experience on the part of the 
later co-principals. In seeing how there was this strong tendency of school staff to look to 
Kent as if he were the principal, Kent came to realize that our school had tried to change the 
traditional school structure by adding an unfamiliar role with that of "Director of Education" 
(or a "gloob" as Kent called it in his example). As the "gloob," he was neither the principal 
nor the CEO, so others did not know how to view him. As Kent explained, when people enter 
a familiar social structure with clearly defined roles (such as a school), and if there is 
someone who has a new role with which they are not familiar (such as being a "gloob"), the 
tendency is to put them into a role with which they are familiar. Kent felt that he was not 
sufficiently aware of the difficulties that people were having with his being a "gloob," and 
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this was part of the confusion with his role versus that of the principalship. This concurs with 
my own experiences with office staff where I would try to explain to people the difference 
between these two roles, and they would still ask me questions as if I were the assistant to the 
school principal. Plus, even in my own treatment of Kent at times within this case report, it 
was easy for me—knowing better than practically anyone—to think of Kent as if he were the 
principal, when in fact he had not been. 
Another implicit aspect of Kent's style of leadership that likely influenced teachers' 
learning was his value of freedom in education, which may have caused him to lean toward 
being less directive and thus providing less of the "support" that some teachers viewed as 
necessary within the action research program (which may have meant that they did not 
receive as much positive feedback as they were accustomed to). In daily interactions, Kent 
was not often explicit about these values, yet they so influenced his relationships with 
teachers that it seems important to give greater clarification to them. In examining his 
articulations about approaching freedom by seeing what it is not (from a 1990s conference 
paper10), Kent did not discuss his personal beliefs, understandings, or ideologies, but instead 
implied them through his examination of statements made by Krishnamurti. One implication 
of this was that his personal opinions, beliefs, or understandings were of less significance 
than looking at something to see and consider it for what it is. According to Krishnamurti, 
Kent explained "that freedom is not from or to anything," nor did it have anything to do with 
choice, as "Krishnamurti felt that this was a great illusion." According to this paper, Kent's 
stated value of freedom revolved around a notion of what Krishnamurti spoke of as 
"choicelessness," which he defined as "a singularity that results from seeing something 
clearly as well as a singularity of action which is in accord with such seeing." This is similar 
in many ways to how Rousseau saw "the law of necessity" (Rousseau, 1979) as being like 
the law of gravity where we are bound by these eternal and natural laws and "only in having 
no choice about seeing what is true and acting accordingly is a person free" (from Kent's 
1990s conference paper). 
101 am being intentionally vague about this conference paper to maintain Kent's anonymity, and thus the 
anonymity of other participants in this study as well. 
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This peculiar view of freedom also relates closely with notions of "tacit knowledge" 
discussed throughout this study, wherein it is important to learn o/life's challenges, so that 
one can act in accordance with what is known tacitly. If one's tacit knowledge has not been 
developed for whatever reasons, then one must rely more on the choices presented by the 
analysis and synthesis of accumulated knowledge and/or socially-formed assumptions (in a 
society that many holistic educators, starting with Rousseau, have argued is corrupt). 
Essentially, Kent was pointing toward an understanding of freedom that relates to internal 
awareness rather than external options. 
From this perspective of freedom as choicelessness, Kent discussed his view of 
freedom within learning and how it is important not to give license to a student, while 
realizing the importance of allowing students to choose the content of what they want to 
study do that they can find their own meaning. Kent explained: 
Contrary to Plato, Rousseau felt that a child is in no danger from having 
freedom to learn whatever he wants, because what he learns is not nearly as 
important as how he learns, and that he learns how to learn. 
Learning how to learn, or meta-leaming, is fairly universally acknowledged 
as important. Yet, usually this is taken to mean, learning how to learn what 
the educator wants the student to learn. This may, however, be a violation of 
a fundamental aspect of what it means to really know something, namely, 
finding one's own meaning. 
These perspectives on freedom give greater context with respect to Kent's choices—how he 
interacted with teachers as well as his teaching them action research, which focused on the 
teachers' meta-leaming and posing their own questions about their teaching practices. 
Although this approach might be considered a bit radical by some, it appeared to be in line 
with Kent's stated values of freedom and meta-leaming. Even Megan's observation that 
implied the teachers were being guided by Kent's expectations falls within the bounds of 
Rousseau's descriptions of a "well-regulated freedom" as a necessary aspect of one's 
responsibilities, when the teacher or teacher-educator is aware of the corruptness of society 
and the habits of humankind. Nonetheless, these values of freedom and meta-leaming 
appeared at times to clash with teachers' expectations about providing more (or less) guided 
direction concerning what and how they were suppose to do their job. 
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In summary, this chapter has examined some of the stumbling blocks for teacher 
learning within a school that was attempting to be more holistic. The chapter began with 
details of two teachers' perspectives on school development following the announcement of 
the school's closure, which necessarily gives this entire interpretation a somewhat "negative" 
slant. It is, as if, when things go "wrong" (that is, not in keeping with our hopes and 
expectations), one looks for reasons to explain what did not work—rather than focusing on 
the supports within the system that seemed to benefit the school, its teachers and its students. 
In the concluding chapter of this dissertation, we shall return again to a more balanced 
perspective of both the challenges and supports for teachers within the action research 
program. While the teachers' views about the school were somewhat overlapping, their 
overall points of emphasis were quite distinct, illustrating that even for those in the school, it 
was not cut-and-dry to see how the teachers' development (through their learning of action 
research) was influenced by the school's particularities and development. 
Turning to the more implicit issues and themes revealed within the teachers' 
narratives, evidence indicated that fears were significant in a number of ways, internally and 
externally. The internal aspects of fear related with how the teachers faced fear: how they 
interpreted the sources of school issues, how they saw into the nature and complexity of 
issues, the openness and trust with which they related to one another and to Kent. The 
external aspects of fear were sources that naturally seemed to either evoke fear, or to feed 
psychological fears that existed within the teachers, which included the instability of the 
school as noted by its low enrollment, the communication of financial issues, perceived fiscal 
constraints that led to insecurities about their jobs, community rumors, and parental concerns 
that implicitly (and sometimes explicitly) put more pressure on teachers. The strongest 
mediating factors of whether teachers learned despite the fears inherent in the situation 
appeared to be their own willingness to engage in self-development, their capacities to see 
into the nature of challenging issues beyond the surface interpretations, as well as their 
relationship with Kent and the openness and support that he provided for teachers as they 
were learning to learn in new ways. 
Finally, relationships among school staff, the particularities of Kent's leadership style 
in relation to the teachers' expectations, and his radical notions of freedom in education 
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pointed toward further complexities that also appeared to impact the teachers' development 
and learning. My sense was that Kent's radical notion of freedom, his own self-development, 
and his relationships with teachers had an implicitly positive (though immeasurable) impact 
on most of the teachers and their learning, but it was a level of developing tacit knowledge 
that was very difficult to identify explicitly. More research is still needed to develop our 
accumulated knowledge about the gravity and implications of such issues. 
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CHAPTER 7. A LITERATURE REVIEW 
As mentioned in Chapter 1, this literature review has been placed in this less common 
position near the end of the dissertation, rather than near the beginning so that readers could 
better understand the implications of this study. Whereas many literature reviews are done 
with the readers having some background about the particulars of a field, in this case 
"holistic education" is more elusive and less familiar to most academic readers. By walking 
readers through the case first, I tried to show the experiences of holistic teachers, as well as 
their reflections, which seem to give more meaning to the literature. Had I placed the 
literature review first, many of its important implications would have been more difficult to 
see—for myself and for participants, as well as for readers. At the conceptual level, this 
atypical placement of the literature review also puts into question the "rightful place" of 
theory and research in relation to experience and learning. 
The fact that this case report does not fit well into any single body of literature or 
research points to the fact that teacher learning within the context of holistic approaches to 
education has not been widely studied, nor even acknowledged as necessary until recently. 
Therefore, I begin this literature review by reflecting first on the very issue of what is 
"relevant" for this case. Then, after summarizing what has already been done in holistic 
education, I point readers toward its history and its recent growth through a variety of 
publications on related topics. The purpose of this summary is not to show all that has been 
done or how it relates to the growing bodies of research in motivation theory, educational 
psychology (particularly understandings of intelligence and brain research), alternative 
approaches to education, or child development theories. Instead, the purpose is merely to 
show how holistic education itself is evolving as a legitimate field, though still tending 
toward more quasi-research, reflection, and networking, rather than any formal research to 
date. Next, I examine this study in the context of action research and how little action 
research seems to focus directly on more holistic questions in education, though, it 
sometimes leads teacher to reflections that are more relational in nature. Turning to the 
"reflective practices" literature, it becomes apparent that reflective practices are often 
embedded in progressive approaches to education, which leads me to discuss commonalities 
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and differences between progressive and holistic approaches. This segues into a discussion 
on teacher development, with several examples from the last century that are recognized as 
particularly important, as well as a few recent examples that have emerged in the United 
States pointing toward more reflective, contemplative, and holistic practices. 
Mirroring the development of this case report with its final attention on school 
development issues, I then step back to look more closely at the theme of fear and how it has 
been addressed within the education literature. This is followed by discussion about the 
context of private and holistic schools as portrayed in the limited research that has been 
developed in these two arenas. Finally, the chapter concludes with a discussion about the 
connections between the literature and this case report, as well as the relationship between 
holistic education theory and its practice. 
The selection of which parts of which research to relevate to the reader's attention is 
a significant one, and depends a great deal in how (not just what) I am reflecting on this 
research and my experiences within it. In becoming aware of more literature and how I could 
have given more weight to education and spirituality, teaching methodologies, research on 
teacher attitudes, or studies of consciousness and their implications on this research, I am 
guiding the readers to particular interpretations that are in line with my own thinking and 
understanding. I decided to walk a line between the more "radical" studies of spirituality and 
consciousness, which are not widely referenced yet in academics, and the more 
"conventional" studies of teaching methodologies or attitudes, which are not widely accepted 
as terribly meaningful by many holistic educators. Rather, I opted to focus on none of these, 
and instead to examine literature that seemed most likely to be of interest and relevance to 
both academic readers as well as holistic educators. By doing this, I stayed focused primarily 
on what I had originally set out to study (rather than closely related side-tracks): teacher 
development as facilitated with action research in the context of holistic education. 
The very nature of Holistic Education combined with teacher development sometimes 
led me to seeing relevancy within religious, philosophical, or ancient texts (such as Idries 
Shah's Learnins How to Learn: Psychology and Spirituality in the Sufi Way, David Bohm's 
Wholeness and the Implicate Order, or Eknath Easwaran's translation of the Bhasavad Gita). 
Meanwhile, studies of teacher development with their methodological or curricular foci often 
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appeared quite irrelevant. The reason for this relates to the fact that while much educational 
research is relevant to traditional, behavioralist or even progressive perspectives about 
education, the thought and language used to guide such studies rarely have anything to say 
concerning holism. While many such studies are still of great value for inquiring into other 
important questions, such as about the sociology or neurology of learning, they do not shed 
light on the meaning structures that were important for investigating the research questions 
posed by this study. Similarly, there is much writing within holistic education that tries to 
show something that is of significance to the author but that also uses the same old patterns 
of language, which make it difficult for readers to "see" something more than the concepts or 
reformulation of ideas which are already known. As a researcher, my goal in this chapter is to 
convey some of the relevance that I was able to notice between the literature and the case 
being studied, and hopefully for those with relevant experiences, it will make sense. By 
"relevant experiences," this implies meaningful learning experiences that are similar in 
nature (if not in content) to the issues being described. 
Holistic Education and Its Implications 
While there is presently a genuine enthusiasm around holistic education and many of 
its core principles (as noted from dialogues within networking organizations and journals), it 
has been rarely studied by formal research (qualitative or quantitative). As with this case, 
when it has been studied, it has often been by doctoral students (Borst, 1995; Conti, 2002; 
DeSousa, 2000; Forbes, 1999; Skenes, 1978), who are themselves novice researchers often 
uncertain of how exactly to situate their novel inquiries into the relevant literature. This is 
perhaps the situation of research in any emerging field, though the issue seems especially 
acute in holistic education where the theory and evidence of its practice can be traced back 
more than 200 years prior to the emergence of "the field" now known as holistic education, 
yet the field continues to lack rigor in a way that allows (or at least justifies) many academics 
in continuing to overlook it. 
Originally, in this study's proposal, I had summarized holistic education as "an 
approach to teaching and learning in which both teachers and learners are engaged in 
understanding themselves and the world through processes that are life-affirming and 
community-supporting." The problem with this definition (as is the problem with many 
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definitions in this field) is its vagueness and ambiguity with phrases like "understanding 
themselves," "life-affirming," and "community-supporting." These terms could just as easily 
be describing some character-education reform of Christian fundamentalists. In addition, this 
definition was weak in calling attention to the fundamental distinctions between holistic 
education versus progressive education with an emphasis on social and emotional literacy or 
environmental studies. Based on what has been learned as I developed this case, I would now 
define holistic education as: an approach to learning whose goal is the full development of 
each human being (students, as well as teachers) and whose focus is on learning different 
types of knowledge, accumulated knowledge as well as tacit knowledge, with a particular 
emphasis on tacit knowledge as it relates to the development of primary human values. 
Educational historian Ron Miller describes holistic education as based on the premise 
that "each person finds identity, meaning, and purpose through connections to the 
community, to the natural world, and to spiritual values such as compassion and peace" 
(Miller, 2000, 206). This seems to be a sound view of holistic education because of its scope 
in covering identity (who one is), meaning (what the world is), and purpose (which could be 
interpreted as the connection between who one is and what the world is). Similarly, it offers a 
breadth of dimension as it indicates the importance of relating with the community (other 
people), the natural world (other inhabitants of our planet), and spiritual values (the sacred). 
While Miller perhaps wisely avoids offering a definition, this premise touches on many of 
the common primary values of holistic educators: meaning, relationships ("connections"), 
community, nature, spiritual values, and compassion. As for his mention of peace, some 
holistic educators might not see that as a value, so much as a desirable byproduct of living by 
primary values. A difficulty arises when we move from seeing these premises and values of 
holistic education to honing in on the differing meaning structures embedded within the 
language of values and the tacit knowledge implied by the practices of holistic educators. In 
other words, there are many holistic educators who may appear to "speak the same language" 
when in fact their points of reference within their meaning structures are quite diverse. 
Unfortunately, such systematic attention to the meaning structures and practices of holistic 
educators has not yet been researched. 
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Generally, holistic educators point to Jean-Jacques Rousseau and his publication of 
"Emile, or On Education" in 1762 as the first significant work in holistic education (Conti, 
2002; Forbes, 1999; Miller, 1997), who was followed within a few decades by Johann 
Pestalozzi and then Fredrick Froebel as educators who expounded on and applied Rousseau's 
understanding of education through the creation of schools as well as orphanages. While 
many religious practices in the East as well as interactions with children in indigenous 
cultures have demonstrated approaches to education that are viewed as compatible with 
holistic education and its concerns with tacit knowledge, it is in the West predominantly that 
"holistic schools" have begun to emerge over the last 200 years. 
In the early 20th century, Maria Montessori, Rudolf Steiner, and Carl Jung each 
influenced holistic education in differing ways, and to differing degrees, depending on whose 
variation of holistic education one is reading. Maria Montessori was the creator of what is 
now known as the "Montessori Method" (Montessori, 1964) which focuses on engaging 
young students in experiences designed to foster their physical, intellectual, creative, and 
social independence. For holistic educators, Montessori's work is viewed as important 
because of her inquiries into holistic views of early child development. 
As the founder of the now well-known Waldorf Schools, Rudolf Steiner's 
contribution to holistic education has been the popularization of a more aesthetically-oriented 
learning environment for children, particularly one that gives attention to the spiritual 
development of human beings. Unfortunately, many educators are skeptical about the 
dogmatic and inflexible institutions that Waldorf schools appear to be, with their rather 
complex philosophy of Anthroposophy that many parents have difficulty comprehending. 
However, there is evidence to show that this may be changing and that a growing number of 
"Waldorf-inspired" schools or homeschooling groups are venturing off on their own to 
question and learn beyond what Steiner taught. 
As for the influence of Carl Jung, he can be directly connected to the field of holistic 
education in terms of the goal and intellectual precedents of the field (Forbes, 2003 in press). 
Jung was the first to inquire into expressions of the sacred by looking across cultures to 
identify common universal experiences and perceptions in human consciousness that lie at 
the base of all religions. Such notions are now widely accepted by various expressions, 
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including "the existence of a collective unconscious, archetypes, types of personality, and the 
equating of psychological development with spiritual development" (Forbes, 2003 in press, 
Chapter 8). Jung translated works from different languages as he inquired into what 
Buddhists had in common with Jews, or what Taoism had in common with Christianity, and 
so forth. Although Jung did not start any schools, his work was an important contribution in 
creating cultural receptivity to matters of human consciousness and its relationship to the 
sacred. 
In the middle of the 20th century and until his death in 1986, Krishnamurti was 
another philosopher and educator who influenced the understandings of holistic educators. 
From 1929 onward, Krishnamurti spent his life talking with people about a message of "truth 
as a pathless land" and the implications of that on authority, learning, and self knowledge. He 
started ten schools (seven in India, one in England, and two in the United States), and spent 
much of every year in conversation with teachers and students at some of these schools, 
without ever giving them a curriculum to follow. 
Holistic education's intellectual history emerges also from interpretations of 
American Transcendentalism (as expressed by Henry David Thoreau, Amos Branson Alcott, 
or Ralph Waldo Emerson) and humanistic psychology (as expressed by Abraham Maslow 
and Carl Rogers), as well as transpersonal approaches to psychology (expressed most 
recently by Ken Wilber) and philosophy (particularly as elaborated by such writers as Aldous 
Huxley in The Perennial Philosophy, or the work of Alfred North Whitehead). Holistic 
educators often find themselves drawn as well to the writings of progressive education (John 
Dewey), emancipatory education (Paulo Freire), and ecological education (David Orr), all of 
which have emphasized the significance of experience and learning. The extent to which 
these authors and their respective areas of interest are agreed upon as central or tangential 
aspects of holistic education continues to vary somewhat according to differing perspectives 
within the field. 
While most writings in holistic education are of a reflective nature, some empirical 
research has been collected around person-centered approaches to education which validates 
the importance of the facilitator (teacher) "as a source of resilience for many children" 
(Rogers & Freiberg, 1994, 269). In addition, there are also many lesser-known studies in 
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which more humanistic and holistic approaches to learning have been qualitatively associated 
with various aspects of teaching and the qualities of teachers (Borst, 1995; DeSousa, 2000; 
Glines, 1995; Skenes, 1978). Combined, these studies point to the need for teacher 
development programs that take a closer look at approaches for allowing teachers to tinker 
with and develop non-traditional, humanistic, and holistic approaches to education. 
In addition, many scholarly writers and holistic educators have recently expounded on 
the value of holistic and person-centered approaches to education, including Nel Noddings 
(The Challenge to Care in Schools, 1992), Parker Palmer (Courage to Teach, 1998), John 
Miller (The Holistic Curriculum, 1997), James Moffet (The Universal Schoolhouse, 1994), 
Ron Miller (What Are Schools For?, 1997), and Rachael Kessler (The Soul of Education, 
2000). Although not all of these authors use the term "holistic education," they all describe 
learning in similar ways, as part of the interconnectedness between teachers and students, 
knowing and caring, and learning and being. Many of these authors' works have appeared in 
the Holistic Education Review (now called Encounter: Education for Meaning and Social 
Justice) and other mainstream education journals, which have inspired teachers, as well as 
parents, to think beyond the boxes of conventional curricula and teaching methods. 
For this study, characteristics of humanistic education, as defined by Carl Rogers, 
were viewed as an integral part of Holistic Education. Humanistic or person-centered 
approaches to teaching are perhaps best described in Rogers' well-known book, Freedom to 
Learn, used in teaching colleges for over three decades now. Rogers described three qualities 
that facilitate learning and establish a climate for self-initiated, experiential learning: 1) 
realness, or genuineness, 2) prizing the learner, which includes acceptance, trust, and non-
possessive caring, and 3) empathie understanding of the student's reactions, or a sensitive 
awareness of how education and learning seems to the student (Rogers & Freiberg, 1994, 
154-158). Rogers showed how educators teaching to all age-levels and within all kinds of 
institutions were applying this person-centered approach to education, and the case studies 
and fieldwork in the 1994 edition of the book were ground-breaking for this field. 
Another aspect of Rogers' work that elucidates core elements of Holistic Education 
was how he defined significant or experiential learning. In his original 1969 version of 
Freedom to Learn, Rogers wrote: 
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Let me define a bit more precisely the elements which are involved in such 
significant or experiential learning. It has a quality of personal involvement— 
the whole person in both his feeling and cognitive aspects being in the 
learning event. It is self-initiated. Even when the impetus or stimulus comes 
from the outside, the sense of discovery, or reaching out, of grasping and 
comprehending, comes from within. It is pervasive. It makes a difference in 
the behavior, the attitudes, perhaps even the personality of the learner. It is 
evaluated by the learner. He knows whether it is meeting his need, whether it 
leads toward what he wants to know, whether it illuminates the dark area of 
ignorance he is experiencing. The locus of evaluation, we might say, resides 
definitely in the learner. Its essence is meaning. When such learning takes 
place, the element of meaning to the learner is built into the whole 
experience. (Rogers, 1969, 5) 
For this study, these elements became especially clear in the action research projects selected 
and how they were followed through (or not) by the teachers. The teachers who seemed to 
get the most out of their action research projects were the ones who were personally and 
emotionally involved, and who initiated research questions that were meaningful to them. 
The learning was pervasive for the teachers who chose to engage in it; even in the 
"Afterword" (see page 58) you may notice how it seemed to carry through into some of the 
teachers' attitudes and later decisions. 
Within this context, this case study attempted to explore person-centered approaches 
for teacher education within a private school and independent program setting. While the 
Educaré program was made available (through its reasonable pricing and accreditation) to 
public school educators, it was never embraced by them. The reasons for this could be easily 
tied to the pressures from the state on teacher development program coordinators that created 
some amount of fear (related to job security) when considering programs with the title of 
"holistic education." One highly experienced teacher educator in California, after several 
lengthy conversations about supporting this program in her county, finally bowed out when 
we would not change the title of the program to fit their curricular standards. Had we 
changed the title, Kent had explained, we would have been asked eventually to change the 
content too. As this woman explained to me, she was accountable to the governor of the state 
and the approach that this action research program suggested to teachers, she felt, was in fact 
quite radical and antithetical to state-mandated standards, even if in theory it was a right way 
to approach education. 
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Holistic Education is a clear departure from the more common performance-based 
approaches to education (Forbes, 1999). While conventional and positivist approaches have 
attempted to divide learning into its component parts, holistic educators argue that who the 
teacher is, what she knows, how she knows it, and how she acts in the world are not separate 
elements. Assumptions behind holistic education center on the interdependencies between 
our world and our selves. As Parker Palmer explains: 
The way we interact with the world in knowing it becomes the way we 
interact with the world as we live it. To put it in somewhat different terms, 
our epistemology is quietly transformed into our ethic. The images of self and 
world that are found at the heart of our knowledge will also be found in the 
values by which we live our lives. (1983, 85) 
Therefore, continual learning about one's internal images and values as a teacher, and as a 
human being, are central to how teachers act and live in the world, thus to how they teach 
and learn as well. 
Action Research in Holistic Classrooms 
Another critical aspect of this study was its focus on the use of action research as a 
tool for teachers to reflect on and learn about their own teaching practices. Action research is 
considered a means for empowering people to make systematic observations about their own 
practices (Kemmis & McTaggart, 1988; Noffke & Stevenson, 1995). Action research is part 
of the growing movement to provide teachers with greater opportunities to engage in 
curriculum theorizing and educational research by casting the "teacher as researcher" (Carr & 
Kemmis, 1986). While successful examples of action research in education have been around 
since the 1950s (Corey, 1953), the status of action research in education has grown 
considerably in the last 20 years. There are now dozens of books on the topic, and since 
1993, the Collaborative Action Research Network has published a fully refereed and 
international journal entitled Educational Action Research. 
Action research dates back to 1946 when social psychologist Kurt Lewin developed 
the concept and applied action research in community action experiments in post-world-war 
America (Kemmis & McTaggart, 1988, 6). Since that time, action research has been applied 
in many contexts from business to social development to school improvement. As an iterative 
and often collaborative process, action research guides professionals toward knowing more 
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through experiences about the options they may wish to consider for improving their own 
practice. Like Schôn's "reflection-in-action" (Schôn, 1983), action research involves cycles. 
According to Kemmis & McTaggart, there are four essential parts (or "moments") to each 
cycle: plan, act, observe, reflect. These four aspects are considered "moments" to emphasize 
that action research is a dynamic process, a "spiral of planning, action, observing, and 
reflecting" (Kemmis & McTaggart, 1988,15). 
Once a thematic area of concern has been identified for the action research, then the 
plan is developed, which must be somewhat risky and unpredictable, as well as flexible. The 
plan should be designed to help practitioners go beyond present constraints and "to realize a 
new potential for education action" (Kemmis & McTaggart, 1988, 12). Next is the action, 
which takes place in real time and is intended to be both deliberate and controlled. Critically 
informed action is fluid and dynamic, requiring instant decisions and practical judgments. 
The difference between the action within action research and action within traditional 
practices is the attempt to plan ahead, to the extent possible, about what kinds of evidence 
will be needed to evaluate the action critically. Thirdly is the moment of observation in 
which the participant documents the effects of the critically informed action. Kemmis and 
McTaggart state that observation must be "responsive, open-eyed, and open-minded. 
Peripheral vision must be sensitized to pick up the unexpected. Observation categories (and 
measurements) planned in advance will be insufficient" (1988,13). Finally, reflection takes 
into account as many perspectives as possible in the social situation to make sense of the 
processes, problems, issues, and constraints of the action. Using group discourse as well as 
personal evaluation, reflection allows the action researchers to evaluate and weigh their 
experiences, to judge the effects of the action, and suggest ways for proceeding. 
Worth noting, with respect to this cycle, is that among the Educaré teachers, the 
group discourse aspects of reflection never really happened. While Kent had shown them 
structured ways to reflect together during their week-long introduction to action research, it 
was not something that he felt should be demanded or imposed on them. He required that 
they meet with him periodically to talk about how they were coming along with their 
projects, but that was about all that he required of them. Without the group discourse as an 
added resource for the teachers, they had only their own reflections and sometimes Kent's to 
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rely upon, which limited their perspectives. While there were indications that two teachers 
were moving in the direction of being more secure in their own research projects and ready to 
seek more collaborative forums with their colleagues, the time for such activities did not 
emerge prior to the ending of the school. 
One finding revealed in Chapter 4 of this study also indicated that the logical 
sequencing of planning research (beginning with an action research question and then 
collecting relevant data about that question) and cycling through the "moments" of research 
can be a bit confusing for elementary school teachers who are learning within holistic 
education. Having some type of a "mentor" or "research friend" to walk teachers through the 
steps as they are being implemented, and if possible, slowing down each step of the process 
so that teachers can understand through their own experiences the reasons for each step 
seems to be helpful. In addition, another finding of this study related to the perceived 
importance of security for the teachers as well as their need to be vulnerable. The fact that 
action research also requires planning that is "risky, unpredictable, and flexible" seems to 
underscore the teachers' vulnerability in doing research within holistic education, which in 
turn may increase their perceived need for emotional support and security. 
After completing an action research project, a Spanish teacher once wrote about the 
sense of ownership that the project gave and its role in initiating change in schools: 
From this project I also have gained an understanding of the valuable role 
action research can play in initiating change in schools. I have learned 
through my experience that teachers feel empowered and create positive 
change when they feel a sense of ownership in their teaching environment 
(Roberts, 1999). 
While this feeling of empowerment and "sense of ownership in one's teaching environment" 
seems common to action research, such views were not so clear cut in the development of the 
Educaré case. Relational issues, along with the continued questioning of personal and social 
ideals, perhaps made it more difficult for teachers to come to such definitive conclusions 
about feeling "empowered" and able to create positive change. Although the literature about 
action research points solidly to these feelings of "empowerment and ownership," it may be 
that the literature is published primarily when action research goes quite well and that it 
simply is not published when it does not go so well. 
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While Megan certainly showed signs of learning on multiple levels and was able to 
create experiences that seemed to impact positively on her students' learning (as shown in 
Chapter 5), she was also facing feelings of uncertainty (as described in Chapter 6). This 
indicates that the uncertainties which came with her new position (as both holistic educator 
and then co- principal) may have soured the feeling of being empowered or taking 
ownership. With these positions came not so much a sense of power, but rather the weight of 
new responsibilities about which Megan seemed uncertain regarding her capacities for 
handling it all. Meanwhile, other Educaré teachers approached action research with even 
greater caution and were likewise cautious about the conclusions regarding its impact. 
Ironically, it should also be pointed out, that greatest endorsement for the empowering 
benefits of action research came from Sarah after she had left Educaré and found a job with 
Head Start where her newly acquired action research skills seemed directly applicable (see 
the Afterword, pages 228-229). 
As far back as 1953, Stephen Corey of Columbia University noted the disappointing 
slowness with which research findings are put into practice. Almost every year at American 
Educational Research Association (AERA) conference, he described presentations about the 
lag between what was done in schools and what research indicated should be done. The 
conclusions were often that the researchers/authors needed to report and write up their 
findings more lucidly, or state the implications for practice more clearly. Then, teachers 
would more easily be able to incorporate the findings into their professional behavior 
patterns. This was 50 years ago, yet at conferences I attended in 2001, the same issues were 
still being discussed. Corey concluded, "It is almost certain that the difficulty is deeper than 
communication, and is related to important principles of learning" (1953, 8-9). By "principles 
of learning," he was referring to what today might be called experiential education and 
motivational theories. He cited evidence of rigorous research whose results were 
corroborated by other studies and significant supporting data, yet years later, little had been 
done within schools or teaching practices as practical consequences from these studies. In 
contrast, he cited an action research program in Michigan (in the late 1940s) that was 
conducted by the people likely to be most affected by the proposed changes, and with this 
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type of ownership, change (related to the college entrance requirements) was implemented 
within a few years. 
Corey also made an observation about the nature of generalizations within action 
research, which relates to understanding the types of conclusions that can be reached by 
action research. 
In a real sense action research studies are undertaken not to make possible 
lateral extensions of generalizations but to make possible vertical extensions, 
with the vertical line going into the future. For example, a third grade teacher 
doing action research will not generalize to other third grade classrooms 
("lateral extensions"). However, she may be able to generalize her findings to 
her own work with future groups of students, or at the very least, make use of 
her research with her current group of students in future weeks or months. 
(Corey, 1953, 13) 
This points to the limitations and benefits of action research and why it seems to fit quite 
well with holistic education. In holistic education, the development of the teacher and what 
she learns about her own work in relation the students is seen as critical to the learning of 
each student. So, for example, Megan could learn about her own teaching in practical ways 
that she could extend (vertically) into the future; however, it is equally important that 
teachers take care in not generalizing to the learning of other students ("lateral extensions") if 
such generalizations would deter them from seeing the "whole" (and the many unique 
aspects) of a new group of students. 
While there is a range of topics, questions, and conclusions that teachers seem to 
reach from personal or collaborative research projects, the reflective quality of some action 
research projects (on "traditional" questions in education) seem to lead teachers toward more 
"holistic" understandings of their own teaching. One example is nicely summarized in a 
report called "Discovering the Real Learner Within: Journal Keeping With Second-Grade 
Children," where teacher Nancy Brankis begins: 
Through the process of keeping ajournai, I recognized how I had gone 
through my teaching life seeing it as a series of lesson plans; I had not been 
highly reflective, and seemed to move from one year to the next without 
really looking at why I was doing things. (Bumafbrd, 2001, 122) 
From her experiences, Brankis makes claims about the value she found from action research, 
in which she was essentially (without intending so) describing some of the characteristics of 
holistic education. She writes: 
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Through the use of my own detailed research journal and my current journal, 
I realize that even when not writing, my mind mentally writes as a researcher. 
I capture details, look for patterns, and am much more intimately involved in 
the process of learning than in its product. I believe that research is valid and 
vital if change is to occur. It was not the integration of journals in the 
classroom that has made such a profound impact on learning with my 
students. It was my personal discovery that I am more comfortable 
orchestrating learning than controlling it. Authentic teaching is a misnomer. 
It is the process of authentic learning that is powerful and lifelong. I am no 
longer the teacher in the classroom, but rather the learner. I share in the 
process with my students and adult peers. We take responsibility in our 
learning and the creation of our own text. We reflect on our thoughts and 
self-evaluate. Research is discovery, but what I really discovered was myself. 
(Bumafbrd, 2001, 127-128) 
Thus, we see that through action research, this teacher has come to discover an understanding 
of education not as "authentic teaching" but as "authentic learning." Like Megan at Educaré, 
this teacher began seeing how her own learning and reflections led her to learning more of 
herself, and in letting go of the "control" of the room (which might be interpreted as 
"behavioral management strategies"), she discovers more about "orchestrating learning"—a 
nice musical metaphor for what appears to be similar to the facilitation of learning as 
described by Carl Rogers. 
Action research as a methodology for teacher development fits hand in glove with 
holistic education in so much as it is based on teachers' own practices and consequences of 
their practices and not any particular instructional techniques about how they should teach or 
manage their classrooms. Thus, rather than teaching about holistic education, action research 
allows teachers to experience what it means through their own research and practice. 
Although the case of Educaré seemed to illustrate the difficulties inherent in action 
research for holistic education (such as teachers' perceived time limits as well as heightened 
relational expectations and complex school development issues), a review of the holistic 
education literature side by side with action research projects still indicates that there is a 
strong compatibility between these two fields of research and practice. Thus, far from 
seeming overly idealistic, the interpretation of Megan's case in Chapter 5 seems quite 
reasonable as well as indicative of how research and practice can be merged within holistic 
education practices. 
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Finally, connecting back to the issue of relevance, I found that several ancient texts 
were more insightful than any educational research in helping me to recognize the tacit 
implications of action research, and the inseparability of knowledge and action. The 
following quotations may be a philosophical "aside" to this literature review, yet they serve 
as reminders that the conceptual gaps between action and knowledge, between practice and 
research, are in fact more conceptual than they are real. The gaps become real only when we 
put concepts ahead of experiences in our own learning. 
The immature think that knowledge and action are different, but the wise see 
them as the same. The person who is established in one path will attain the 
rewards of both. The goal of knowledge and the goal of service are the same; 
those who fail to see this are blind. -The Bhagavad Gita, translated by 
Eknath Easwaran, Chapter 5, lines 3-5. 
People argue about whether knowledge or action should come first. But they 
are the same. [Worthwhile] action is in fact knowledge of operation. Right 
action stems from right knowledge. Right knowledge is acquired through the 
teacher. -Sheikh Ibrahim Gazur-I-Ilahi as quoted by Idries Shah (1983,100). 
Reflective Teaching Practices 
The phrase "reflective teaching practices" may seem redundant to many holistic 
educators, as they could easily argue that if teaching is not reflective, then it is not really 
teaching at all. This was the impression that Kent gave in his philosophy of education, and it 
mirrored the approach that he presented to teachers. Still, there is a growing body of 
literature in education that falls under the heading of "reflective teaching practices," initiated 
by John Dewey and more recently by Donald Schôn. In Democracy and Education, Dewey 
distinguishes qualities of thinking and reasoning that are critical for education and that 
should be based in the experiences of teachers (Dewey, 1916). Thinking, for Dewey, is 
critical because more often than not most educators are at the mercy of habit or of others' 
authority. Dewey describes thinking as "the intentional endeavor to discover specific 
connections between something which we do and the consequences which result, so that the 
two become continuous" (Dewey, 1916). He points out how thinking is often cut off from 
experience, cultivated as theory and philosophy. This separation between theory and practice 
is the fundamental fallacy in methods of instruction (1916, 153). Dewey wrote this more than 
85 years ago; however, the rigor of his analysis and depth of his philosophy was such that in 
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today's writings about reflective teaching and teacher education, most educators continue to 
acknowledge Dewey's works (Valli, 1997, 68). 
Dewey's philosophies may be considered holistic from the perspective of his attempt 
to integrate the individual and society, but they lack the transpersonal and transcendent 
qualities that are closely associated with holistic education (Miller, 1997, 132). Thus, Dewey 
is considered the founder of progressive education and not tied as closely with the orientation 
of holistic education (Miller, 1996). In the Educaré Teacher Development Program, Kent 
would occasionally use a Dewey quotation or reference Dewey's views on experiential 
learning, but generally he seemed to view Dewey as being most concerned with a person's 
relationship to society and thus not concerned about the more encompassing goal of holistic 
education (i.e., Ultimacy). Plus, when democracy is held as the end goal of education rather 
than a byproduct of education, educators are less likely to see the importance of self 
knowledge, the non-rational, or anything which is not well-defined by a social democracy. 
Whereas Rousseau had pointed toward the goal of students learning to be "in society, without 
being of society," the reflective goals advocated by Dewey were of a more social orientation 
that seems to assume there is an independence of an individual's thoughts from the thoughts 
of society. 
This is quite relevant to the case study at Educaré as there were so many opinions 
about "good education" and "holistic practices," that it puts into question the levels of 
reflection in which various leaders, teachers, and parents were engaged. If one agrees with 
Dewey about the need to not cut off thinking from experience, one must further question 
what the levels of thinking are with respect to one's experiences. In an era when the 
connections between what we do and the consequences are becoming increasingly more 
abstract (i.e., decisions in the home and how they impact the environment, or decisions about 
relationships where the consequences are not often seen as related to one's own actions), 
what impact does that have on the quality of reflectivity in which holistic educators are able 
to engage? Then too, presuming there are aspects of reflective practices that go beyond 
Dewey's notions, those too must begin to be considered within studies of holistic education. 
In 1983, Donald Schôn tapped into current trends for the professional needs of 
teachers to return to an emphasis on reflection with his publication of The Reflective 
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Practitioner: How Professionals Think in Action. In questioning the gaps between academic 
theory and professional practices, Schôn identified the need for an inquiry into the 
epistemology of practice. In asking the question, "What is the kind of knowing in which 
competent practitioners engage?" (Schôn, 1983, viii), the answer was a distinctive process 
that he called "reflection-in-action." Regardless of what type of teaching he examined, Schôn 
found that experienced practitioners show points of similarity in helping students with 
problems. They approached each practice problem as a unique case, attending to the 
peculiarities of the situation while being aware of relevant prior experiences. They attributed 
students "stuck" in a predicament to how they are framing the problem. Together, these 
similarities create the conditions for reflection-in-action (1983,129), an epistemology which 
accounts for the "artistry" of professional knowing and acting. Schôn distinguishes this type 
of knowing from "technical rationality" by demonstrating that three positivist dichotomies do 
not hold in his research: the separation of means from ends, the separation of research from 
practice, and the separation of knowing from doing. Indeed, Schôn finds that the values of 
control, distance, and objectivity, which are central to technical rationality, all take on new 
meanings through the process of the "reflective conversation" between the practitioner and 
each unique context and situation (1983, Chapter 5). 
While I drew primarily from my own research in developing explanations of tacit 
knowledge versus accumulated knowledge (and writings within holistic education), I was 
also aware of Schôn's work, and can see that his writings influenced me as well. What Schôn 
called "reflection-in-action" is what I would describe as the use of tacit knowledge by 
becoming aware of it. What this study did was to examine how teachers were using this 
knowledge, and whether the use of action research could facilitate the development, or 
acquisition of, such tacit knowledge. This is quite similar to examining what it means to 
educate the reflective practitioner, or in other words, how do teachers learn that which cannot 
be taught? 
These issues have important implications for teachers' reflective practices within 
holistic education, or within traditional education for teachers who are trying to adopt more 
holistic approaches. Firstly, the notion of reflection-in-action supports the assumption that 
what the Educaré teachers were doing with their use of action research (the means) was not 
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separate from what they were learning (the ends), or in other words, what they were learning 
was being impacted by how they were learning and visa versa. Also, through reflection about 
their research projects (for those who got far enough to understand the reflective component 
of the research), the teachers seemed to take on more sophisticated levels of understanding 
about these issues of control, distancing, and objectivity. When controlling rather than 
observing the students, the research outcomes sometimes seemed less desirable (as was 
noticed in Megan's description of her first cycle of research, see pages 116-117). Teachers 
saw into issues of distancing themselves from the research when they noticed their own 
engagement with projects based on the meaningfulness of research questions selected. Even 
objectivity seemed to become less clear-cut the more that they engaged in this "reflective 
conversation" between themselves and their situations. Thus, one might view this study as 
one of "reflection-in-action" with examples of holistic educators as they move away from 
their own mental models of "technical rationality." 
Although Schôn's original studies were in the fields of consulting, management, and 
urban planning, his later work focuses more on teaching in the primary and secondary 
schools (Schôn, 1991). He examined 14 cases studies with six that were about K-12 teachers, 
in which he noted that the case authors all took what he calls the "reflective turn," by 
attempting to see reason through the eyes of the practitioners. As Schôn describes, despite 
their different approaches to research, the authors of these case studies "observe, describe, 
and try to illuminate the things practitioners actually say and do, by exploring the 
understanding revealed by the patterns of spontaneous activity that make up their practice" 
(Schôn, 1991, 5). This description of the "reflective turn" is quite similar to the job of the 
Educaré teachers to explore their students' learning, to illuminate what their students were 
"practicing" (i.e., playing, working at, etc.) by observing and describing (through action 
research) in order to understand their own relationships to the spontaneous activities that 
made up their students' learning. 
In the past two decades, many authors and educators have continued to write and 
explore what it means to be a "reflective practitioner" and more particularly a "reflective 
teacher" (Adler, 1991; Raines & Shadiow, 1995). According to Susan Adler, in her analysis 
of the discourse of reflective teaching, Schôn's examples for educating the reflective 
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practitioner emphasize learning by doing and coaching. Her observation of Schôn's work is 
that within this view of reflective practice, change need not be a break from the past but that 
reflective practice constitutes a continuation with the past. Thus, the emphasis is still on 
doing the job effectively, which puts into question one's technical practice or the 
implementation of curriculum, but not the goals embedded in curricula nor the school 
structure itself. With respect to holistic education and Krishnamurti's emphasis to learn by 
"breaking from the past," Adler has begun to address an issue of what it really means to 
reflect, how to understand the various levels of reflectivity, and their implications. 
Adler further asserts that Kenneth Zeichner's three-level model of critical inquiry 
"projects a more transformative role for the teacher" by allowing curricular goals, school 
structures, and the structures of society itself to be called into question (Adler, 1991). 
However, based on Adler's summary, Zeichner's model also seemed to fall short in putting 
forth a model of reflectivity in which the thinker who is reflecting about these goals and 
structures is also included. There appears to be another level of reflectivity suggested by this 
case study in which one can reflect upon oneself, to look at oneself as it were, not to question 
(or second guess) so much as to see oneself as one is, yet without judgment. This is much 
more than simply reflecting on one's likes or dislikes, but seeing into one's own "habits of 
thought" which are, according to Krishnamurti and many others within holistic education, 
essentially an extension of society. This is the tacit knowing of oneself to which I have 
referred earlier. According to many sages and religious practices, apart from habits of 
thought, there is a distinct self that is not conditioned by society and which allows one to 
observe oneself (if such a capacity is developed) from an objective perspective. Thus, in the 
grander scheme of practices, it appears that other levels of inquiry (into the self) were 
omitted from the varieties of reflective teaching reviewed by Adler. 
In another review of the literature on reflective teaching, Peggy Raines and Linda 
Shadiow (1995) make several points that closely parallel the reflective teaching practices that 
were observed at Educaré. First, Raines & Shadiow noticed that no teachers want to be 
accused of not thinking about what they are doing and consequently, there is often almost 
automatic agreement among teachers that they are reflective practitioners. 
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Drawing on Dewey, Schôn, and examples of reflective teachers (including well-
respected author/educators such as Vivian Paley, William Ayers, and Peter Elbow), Raines & 
Shadiow then explore the nuances and differences between reflective and routine actions, 
between problem solving and problem setting, and between thinking about and beyond the 
doing. They conclude that: 
Reflection, in the most potent sense of the word, involves searching for 
patterns in one's thinking about classroom practices and interrogating the 
reasons for one's labeling some lessons as successes or failures; it challenges 
one not to stop with thinking about the doing. (Raines & Shadiow, 1995, 273) 
In my inconclusive review of the "reflective practices" literature, this was the closest 
description that I found that seemed to match "reflection" at the level encouraged of the 
Educaré Elementary teachers. As a whole, reflective practices within schools seem like they 
can and sometimes do stop at the "thinking about the doing;" however, there was an implied 
goal throughout this research about reflection and inquiry into the self who teaches and into 
the teacher's motivations—tacit knowledge that may not be directly accessible by thought. 
"Not to stop with thinking about the doing" implies an open-ended quality to a teacher's 
inquiry that encompasses more than just thoughts about one's practices. 
Teacher Development for Holistic Education 
In addition to its overlap with reflective teaching practices, this study also focused on 
issues of teacher development. Teacher development takes many forms, from daily or weekly 
in-school supports to more elaborate in-service programs and collaborative workshops. 
Strategies for supporting reflective teaching practices also take many forms, depending on 
the philosophies, policies, and politics of schools, as well as each school culture and 
community in which it is situated. 
At the turn of the last century (1896-1904), the experimental Dewey School had 
remarkable success as an early progressive school that demonstrated (and documented) 
teacher-centered methods that created opportunities for students to learn experientially, 
independently, and cooperatively. According to Dewey, a critical element of this school was 
its goal of unity between aims and procedures (Mayhew & Edwards, 1936, 367-370). Dewey 
wrote, "experience showed that there are checks upon dispersion and centrifugal effort that 
are more effective than are the rigid planning in advance and the close supervision usually 
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relied upon. One such check was the weekly teachers' meeting..." (Mayhew & Edwards, 
1936, 367). Dewey's use of concepts such as "dispersion and centrifugal effort" give a 
completely different angle to an understanding for examining the efforts of teacher 
development—giving greater emphasis to how curricular ideas are distributed among staff or 
moved toward the center. Facilitated by John Dewey himself, these school meetings focused 
on the philosophical questions of life, learning, and child development. The school's 
attention to teacher development was unique, with the quality of thinking and reflecting 
encouraged and facilitated during these meetings and throughout each school day seeming 
quite unlike what is described by teachers in most schools today. 
In this school where cooperation and democratic-participative approaches were a 
central aspect of teachers learning together (Tanner, 1997, 106-110), it is hard to imagine the 
place of high stakes testing, grading, or other forms of competition. "Neither the spirit of 
competition nor the division of children into grades or classes was in keeping with Dewey's 
concept of a school," writes Tanner (Tanner, 1997, 50). Such competition would increase the 
fears among students, as well as among teachers if they are to be judged by their students' 
performance, and excess fear would foil the nature of the cooperation that Dewey and Ella 
Flagg Young (who was supervisor of the school) aimed to establish. How could one 
cooperate in an experimental school if one were afraid to show one's weaknesses for fear of 
losing a job? However, I found no significant mention of fear or how it was faced by teachers 
within The Dewey School; still, it is an issue that can be deduced only by reading between 
the lines as something that was minimized rather than addressed directly. What I did find, 
however, was a statement about professional development that was in direct opposition to the 
perspective of holistic education as taken by the program being studied by this case: 
In Dewey's school, professional learning was a byproduct.. .If professional 
learning—sometimes called "teacher learning"—is the central focus of 
school improvement, rather than the job to be done or the question to be 
answered by the school staff, supervision still has a deficit orientation. 
Focusing on the work of the school conveys—without having to say so—that 
teachers' knowledge is valued, whereas focusing on professional learning (as 
leaders and policy makers do) conveys a feeling that the teachers are not 
quite up to dealing with the problem or question. (Tanner, 1997, 102) 
This quotation provides a nice basis for seeing the different perceptions of progressive 
education versus holistic education with respect to teacher development. Teacher learning 
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could be perceived as a deficit only if there is an assumption of that learning has some end 
point, and that there is an accumulated knowledge base that allows teachers to "deal" 
adequately "with problems or questions." The knowledge here is viewed as a matter of 
having learned skills and processes to deal with problems, rather the development of some 
competence that might relate to a different type of knowledge. This summary gives no 
implication of any type of knowledge other than accumulated knowledge, nor the importance 
of the teachers' learning as being related to the students' capacities for learning. In addition, 
if focusing on "learning" is a deficit approach, then even the focus on "school improvement" 
could be considered the same, although perhaps it is less intimidating to think that the school 
(a system) needs to be improved versus taking the responsibility to consider that the teachers 
need to improve as well. 
At Educaré Elementary, the reason for professional development was not in fact for 
"school improvement" (that was a byproduct, if it happened at all); the reason was for 
facilitating the learning of students. There is an assumption in traditional education that if a 
school is improving that the students are learning more; however, that calls into question 
what it means to improve and the nature of the relationship between institutional 
improvement and student learning. My experiences suggest that for the learning of tacit 
knowledge, institutional improvement is related to student learning only in so much as it 
lessens the fears of teachers and supports them in working more confidently and creatively 
with students. For example, there were times during my graduate studies at Iowa State that I 
learned a great deal in my classes about the nature of education and where it was evident that 
the professors had opened themselves to being vulnerable enough to learn with the students; 
however, this learning may have been unrelated to whether or not the university or its 
colleges were "improving" and more related to the quality of the professors able to work 
within the fears created by the system itself. In contrast, if Tanner's statement is 
representative of this historic progressive school, it appears that school improvement was in 
fact a primary goal of The Dewey School, which would align with Dewey's philosophy of 
social democracy as the ends and the means of education. 
While no one would argue that the students at The Dewey School did not learn (as 
certainly they did), the critical issue is what were they learning (in addition to the content 
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covered) and why were they learning it. Progressive educators would likely maintain that the 
students were learning of social democracy, and they were learning it because of the 
democratic-participative approaches being used by the teachers to create appropriate 
curriculum for the students in that time and place. While this may be true, a holistic educator 
would likely suggest that the students were also learning something related to the nature of 
being human, and the teachers' developing understanding of their own fear, love, or freedom 
(etc.) would be considered as a significant aspect of what facilitated such learning, with an 
understanding of social democracy being a nice byproduct of that. To even conceive of 
teacher learning as a "deficit orientation" for a holistic educator is tantamount to thinking that 
once a person learns of love in a meaningful way that they can just stop; enough is enough. 
This is viewing the development of tacit knowledge as if it were accumulated knowledge, 
when it is not; or, more likely, it shows that progressive educators do not hold tacit 
knowledge as a central concern of their practices. 
Moving beyond Dewey's progressive education as an important approach for teacher 
development, two other well-established approaches to education—Montessori and Reggio 
Emilia—have directly linked the development of teachers with the importance of seeing 
teachers as researchers; both were introduced by Italian educators. 
After becoming the first woman in Italy to earn a medical degree, Maria Montessori 
later renounced her positions in medicine so that she could dedicate herself to the study and 
education of young children. She helped to develop "Children's Houses" in Italy that allowed 
each young child to advance quite quickly, yet at his or her own pace, by educators 
stimulating life and then leaving it free to unfold. Montessori felt that this practice of 
educating was an art that must be accompanied by the scientific method. In her extensive 
writings on the topic, she frequently references the development of a "scientific pedagogy" 
and "experimental pedagogy" which when examined appears to hint strongly at developing 
teachers as researchers. For example, she writes: 
The children are occupied each one in a different way, and the directress 
[teacher], watching them, can make psychological observations which, if 
collected in an orderly way and according to scientific standards, would do 
much toward the reconstruction of child psychology. I believe that I have by 
my method established the conditions necessary to have the development of 
scientific pedagogy; and whoever adopts this method opens, in doing so, a 
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laboratory of experimental pedagogy. (Montessori, 1964, 370) 
Rather than proposing her methods as a technique to be blindly copied (as may sometimes 
occur in schools now by her name), Montessori saw her methods as a system that would 
allow for the more careful observation of children from which teachers could continue to 
learn about education and the needs of children. She believed that: 
From such work, we must await the positive solution of all those pedagogical 
problems of which we talk to-day. For through such work there has already 
come the solution of some of these very questions: that of the liberty of the 
pupils; auto-education; the establishment of harmony between work and 
activities of home life and school tasks, making both work together for the 
education of the child. (Montessori, 1964, 370-371) 
Hence, for Montessori, the collection of psychological observations ("in an orderly way") 
seemed to answer questions concerning the "liberty of students" and "auto-education" which 
demonstrated how harmony could be established between work, home life, and school. This 
could be considered as a description of holistic education itself, and it indicates that 
Montessori was deeply interested in developing teachers through the work of observation so 
that children could become more autonomous learners. 
More recently, the Reggio Emilia approach to early childhood education was founded 
on three distinct traditions: European and American strands of progressive education, 
Piagetian and Vygotskian constructivist psychologies, and Italian post-war left-reform 
politics. Blending these traditions together within a unique historical and cultural setting in 
northern Italy, the city of Reggio Emilia has created a municipal system of early childhood 
education that is recognized worldwide as a point of reference and inspiration for educators. 
In addition to its collégial practices of co-teaching, another aspect of the Reggio approach 
noted by visitors and appreciated by parents is the teachers' ongoing learning through 
research. Loris Malaguzzi (the founder of this approach) notes particularly the rigors of this 
teacher research (and "documentation") as a source for explaining the demands on teachers 
for maintaining high levels of family participation in the schools: 
Teachers must leave behind an isolated, silent mode of working that leaves 
no traces. Instead, they must discover ways to communicate and document 
the children's evolving experiences at school. They must prepare a steady 
flow of quality information targeted to parents but appreciated by children 
and teachers. The flow of documentation, we believe, introduces parents to a 
quality of knowing that tangibly changes their expectations. They reexamine 
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their assumptions about their parenting roles and their views about the 
experiences their children are living and take a new and more inquisitive 
approach toward the whole school experience. (Malaguzzi in an interview, 
quoted in Edwards, Gandini, & Forman, 1998, 69-70) 
The documenting of teacher research may even serve as some kind of a "bridge" for the gaps 
that seem to exist between parents' expectations and teachers' activities within holistic 
practices (such as were shown at Educaré Elementary). It would allow parents to see more 
clearly into the rigor that teachers give their practices, while also creating open inquiries and 
forums for discussing the practices of teachers. Although the value of such research is 
evident from these practices in Italy, the time and dedication required of the teacher to 
engage in such documentation is one hurdle that was shown in Chapter 4 to be an issue for 
some teachers. (It would be interesting to do a time-analysis of how the Reggio Emilia 
teachers balance their time each day, and the extra job stresses or uncertainties that may or 
may not be placed on them.) 
Malaguzzi also explains the importance of the documentation of teacher research in 
its effect on students: "They [students] become even more curious, interested, and confident 
as they contemplate the meaning of what they have achieved" (Edwards et al., 1998, 70). He 
points out how important it is for the parents and children to realize how much work the 
teachers do together, along with the patience, care, and skill with which the teachers are 
continually interacting with the children. Seeing how teachers cooperate on research projects 
widens the understanding of parents as well as students. Explaining the demands of this 
approach on teachers to maintain the participation of families at such a high level, Malaguzzi 
points toward the complexity of teacher research: 
Teachers must possess a habit of questioning their certainties, a growth of 
sensitivity, awareness, and availability, the assuming of a critical style of 
research and continually updated knowledge of children, an enriched 
evaluation of parental roles, and skill to talk, listen, and learn from parents. 
(Interview with Malaguzzi, in Edwards et al., 1998, 69) 
Again, one can see how such research practices in a holistic school could benefit in multiple 
ways from teachers' engagement in research; however, that is not what happened at our 
school. Instead, the insecurities of staff and some parents often became a priority over the 
development of a questioning style for research about teaching, a style which seemed 
difficult to develop when staff are afraid of the consequences of their own questioning (afraid 
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for their jobs). This in turn seemed to befuddle the development of capacities for talking and 
listening with parents and vice versa. Still, in reading about Reggio Emilio, one can see how 
a more positive mutual development of research and parent communication could be 
developed as well. 
Despite the apparent successes of Montessori schools as well as of the Reggio Emilia 
approach (Cadwell, 1997), overall such quality teacher development programs that 
emphasize more reflective approaches to teaching have rarely been demonstrated since the 
time of either Montessori or even Dewey. In examining the literature for more recent 
approaches that utilize either progressive or humanistic philosophies for teacher 
development, I identified three programs in the United States that took distinct steps away 
from instructionally-based behavioral models for teacher development. There may well exist 
other such programs, but due to the use of non-standardized language for describing such 
programs, locating them within the literature can be problematic to say the least. This 
highlights the need for additional research into the existence of such programs, as well as for 
further investigation into what constitutes effective program development when neither 
content nor instructional methodologies are the focus for teachers' learning. How do teachers 
learn to be reflective practitioners and observant researchers of children, of their classrooms, 
and of themselves? 
The Harmony Elementary School in Bloomington, Indiana, is an example of teacher 
development rooted in the freedom of teachers from externally-imposed standards. As 
depicted in an ethnographic study of this school, teacher support and power relationships take 
on varying implications depending on the viewpoints of teachers and administrators, adults 
and children, or curriculum and instruction (Goodman, 1992). Goodman discusses how 
empowering children with the responsibility for their own learning is typically associated 
with "student-centered schooling," while radical educators make the false assumption that 
"traditional" education equates with "teacher-centered education." Goodman points out that 
"when teaching in conventional classrooms is carefully examined, one actually finds 
teachers, not at the center of the elementary curriculum, but on its edges along with the 
children" as demanded by many "prepackaged instructional programs" (Goodman, 1992, 
127). In contrast, Goodman argues, 
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Suggesting that the curriculum be teacher centered is in fact a departure from 
conventional schooling. Putting teachers as the core of the curriculum implies 
that they have substantive ideas upon which to base their curriculum (are 
thoughtful, knowledgeable, and curious people in their own right) and that 
they have the talents to stimulate children's thinking and desire to learn, 
given proper support. (1992,129) 
Although Harmony is a democratic school which has somewhat different goals from a 
holistic school, this philosophy and approach to teacher development seems quite similar to 
holistic schools (and in contrast to many radical free schools). Based on his team's 
observations at Harmony, Goodman concludes, 
The most intellectually inspiring aspect of this school's elementary 
curriculum was that the teachers were intellectually engaged in their 
professional fields of study (language arts, science, math), the theory and 
practice of pedagogy, the "human condition," and the "world" in which we 
live. 
In other words, as the teachers learned about this life we, as human beings, 
lead and the world in which we live, they would translate their own 
contemplations into curriculum for children to explore. (Goodman, 1992, 
131) 
Like Dewey's school, here, we find a progressive (democratic) school pointing toward rather 
than away from its intellectual rigor for teachers' development as a central aspect of the 
school. With the background of the Educaré case now completed, I question what it actually 
means to intellectually engage teachers in the "theory and practice of pedagogy," and 
whether there are some teachers who struggle within this "intellectually inspiring aspect" of 
the school, which researchers (who are inspired by intellectual practices) may tend to 
overlook, or idealize. Anything that hinted of philosophy or intellectual challenges at our 
school was immediately questioned by one of our teachers (sometimes two) as being of little 
value for teaching elementary school students. While this may have related to the fears of 
particular teachers at our school, it also raises questions about whether some orientations 
(such as an over-reliance on just "hands-on" approaches) allow alternative educators to build 
up excuses to explain their resistance to facing intellectual challenges. Clearly, schools like 
Harmony indicate that intellectually engaging teachers on multiple levels is not at odds with 
teacher development within elementary schools that focus on experiential learning. 
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Stemming partially from the Harmony program, another collaborative teacher 
development program that encourages more reflective teaching practices was initiated by the 
Annenberg Foundation called "Critical Friends Groups" (CFGs). As part of the National 
School Reform Faculty (now coordinated through the Harmony Education Center), these 
groups include a network of over 5,000 teachers and principals devoted to improving 
classroom practice and rethinking school leadership (Critical Friends Groups, 2001). The 
CFGs meet regularly in small groups of 8 to 12 teachers and administrators to discuss 
teaching and learning practices, look closely at their own curricular practices and students' 
works, and identify school culture issues that affect student achievement. In addition, they 
also observe each other and provide feedback about each other's teaching practices. This 
program started as 80 groups in 60 schools in 1995, and had grown to over 750 groups in 500 
schools (as of 1999). Evaluators are now gathering both qualitative and quantitative data 
about the impact of CFGs on professional practice and student learning. A 2001 report by the 
NSRF stated: 
A preliminary evaluation of data so far collected from surveys and from visits 
to schools and CFGs clearly indicates that this kind of collaborative 
professional development can effectively challenge traditional norms and 
definitions of time, privacy, and adult learning. (Critical Friends Groups, 
2001) 
The CFG program makes similar use of collaborative efforts and intentions for 
reprofessionalizing teaching as the Educaré program had attempted. However, it differed 
significantly from Educaré in that the CFG focus was on more traditional views of student 
achievement, rather than holistic approaches to teaching and learning, though one program 
coordinator expressed intentions of helping to shift the program to a more democratic 
understanding of education (Bonchek, 2000). Still, this program serves as another good 
example of teacher development practices that are actively challenging "traditional norms" 
with respect to teacher learning as a central aspect of student learning. 
Independent from particular schools yet working with teachers, the Fetzer Institute 
sponsors a "teacher formation" program inspired by Parker Palmer called the Courage to 
Teach (CTT) Program. This approach: 
is rooted in the belief that good teaching flows from the identity and integrity 
of the teacher. The formation process invites educators to reclaim their own 
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wholeness and vocational clarity, and makes connections between the 
renewal of a teacher's spirit and the revitalization of public education 
(Courage to Teach Web Site). 
In a longitudinal study of the CTT program, 95 participants were given open-ended surveys 
between 1994 and 1998), for which 50 responses were received. Two outside evaluators 
examined the surveys, and their analysis indicated seven findings: 1) CTT rejuvenates 
teachers' passion for teaching; 2) CTT teachers undertake new leadership roles; 3) CTT 
teachers seek out interactions with colleagues; 4) CTT teachers practice reflective inquiry; 5) 
CTT teachers change the way they teach; 6) CTT teachers see tangible benefits for their 
students; 7) CTT teachers practice more mindful living. The evaluation concludes that CTT 
significantly impacted the participants involved "in profound and enduring ways" (Intrator & 
Scribner, 2000). 
While these types of teacher development programs are still relatively few in number, 
these three (Harmony, NSRF, and Courage to Teach) have all developed over the past 
decade, and they compliment this case report by illustrating a trend to re-professionalize 
teaching through more reflective teaching practices that put decisions in the hands of 
teachers. These examples also illustrate that to support the professionalization of education, 
teacher development may be off balance with its over-focus on technical training in methods, 
subject matter, or traditional assessment. Like the case in this report, these progressive and 
contemplative programs indicate the importance of supporting teachers' personal 
development by understanding the complexity of the learning process for teachers, and 
respecting the uniqueness of each teacher's learning. 
On Fear and Learning for Teachers 
What has been done on the topic of fear within education has tended to relate more 
with issues of helping children and adolescents cope with or reduce fear, helping adult 
learners to reduce fear, investigations of anxieties or fears about particular things, or teaching 
about fear through discussions or journal writing about personal and social issues that evoke 
fear. Of the 42 article summaries that I examined on "fear and teaching" from the ERIC 
database, there were only two that appeared as open-ended inquiries into the nature of fears 
(and violence) and their impact. More often, research in education appears to presume that a 
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deeper inquiry into the nature of fear is not necessary prior to making recommendations 
about how to resolve, reduce, or cope with fear. 
In reviewing literature more closely affiliated with holistic education, I discovered 
three authors who seemed to expound on topics related to the relationship between fear and 
knowing oneself in ways that seemed meaningful to this case. Parker Palmer writes in a way 
that brings attention to the basic issues of fear and their significance in teaching and learning 
about oneself. Coming from a more scientific and research-based perspective, Abraham 
Maslow provides discussions of "internal communications" that seem to give greater depth to 
the issues of objectivity, science, and self knowledge—which together give a framework for 
considering fear that is different from how it is generally viewed within education. Finally, in 
the least of academic modes, J. Krishnamurti adds another layer of awareness to the issue of 
fear by paying greater attention to how it interacts with the mind and the intellect. 
Let me begin with a summary of Parker Palmer's work in this field as it seems the 
most straightforward in its interpretation of issues. In writing about a "culture of fear," 
Palmer states that: 
Fear is what distances us from our colleagues, our students, our subjects, 
ourselves. Fear shuts down those "experiments with truth" that allow us to 
weave a wider web of connectedness—and thus shuts down our capacity to 
teach as well. (1998, 36) 
In Palmer's view, there is a fear of "the live encounter," which he sees as an encounter with 
"alien otherness," whether that otherness is "a student, a colleague, a subject, or a self-
dissenting voice within." He states that, "We want those encounters on our own terms, so that 
we can control their outcomes, so that they will not threaten our view of world and self' 
(Palmer, 1998, 37). In his examination of fear, he feels that in avoiding a "live encounter," 
we learn the "art of self-alienation, of living a divided life." Thus, for Palmer, the issue of 
fear is not how to reduce it, but how to face it. 
Palmer's description of fear examines its "anatomy" as having several levels, in 
which after one level has been faced, another arises. First is the fear of diversity, which 
would be the fear that teachers need to overcome before they are even able to discover that 
holistic classrooms exist, as well as relating to the fear that is faced as they get to know one 
another within a holistic school and coming to see the diversity of view points that exist even 
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within holistic education. Once diversity is embraced, Palmer writes that "we find ourselves 
on the doorstep of our next fear: the fear of the conflict that will ensue when divergent truths 
meet." This seems to give a partial description for understanding aspects of "fear of conflict" 
issues that I noticed for the Educaré teachers, as well as my own fears in putting together this 
study. From this point, Palmer goes yet another layer deeper into discussing the objects of 
fear: 
If we peel back our fear of conflict, we find a third layer of fear, the fear of 
losing identity. Many of us are so deeply identified with our ideas that when 
we have a competitive encounter, we risk losing more than the debate: we 
risk losing our sense of self. (1998, 38) 
On this point, I do not believe that Palmer's work shows whether this is a fear "of losing 
identity, or a fear "in relationship to" one's identity. In other words, his work focuses on the 
objects of fear (what we are afraid "of'), which is certainly important at one level in 
accumulating knowledge about ourselves, yet as I inquire more deeply into the nature of fear, 
Palmer's work seems to lack an inquiry into other levels of fear that might also be 
significant. By this, I mean that there are some aspects of his work that seem to be pointing 
directly at issues of fear AND relationships, which may relate to the fear of losing identity, 
but may also relate to fear itself (and to the nature of one's relationships), without the fear 
having one particular object around which it develops or unfolds. 
Following his personal descriptions of fear experiences, Palmer also describes what 
he sees as the source of fear as being "our fearful way of knowing": 
The personal fears that students and teachers bring to the classroom are fed 
by the fact that the roots of education are sunk deep in fearful ground. The 
ground I have in mind is one we rarely name: it is our dominant mode of 
knowing, a mode promoted with such arrogance that it is hard to see the fear 
behind it—until one remembers that arrogance often masks fear. (Palmer, 
1998,50) 
For Palmer, the two primary questions behind this mode of knowing and the "heart of the 
educational mission" both point toward tacit knowledge: 
How do we know what we know? And by what warrant can we call our 
knowledge true? Our answers may be largely tacit, even unconscious, but 
they are continually communicated in the way we teach and learn. (Palmer, 
1998, 50-51) 
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Parker argues that the mode of knowing called "objectivism" portrays "truth as something we 
can achieve only by disconnecting ourselves, physically and emotionally, from the thing we 
want to know." Palmer, however, is neither a researcher nor a philosopher (but primarily an 
educator of educators), and his examinations of "modes of knowing" seem inadequate for 
deeper inquiries. He creates almost a division between different types of knowing, which 
implicitly lessens the value of objectivity, or that knowledge which is accumulated through 
an attempt to be more objective. By doing this, emphasis is placed on the value of 
subjectivity at the cost of objectivity, rather than portraying them as points on a continuum, 
both of which can be valued, and both of which may be impacting a teacher's perceptions of 
fear and inner knowing. 
A few decades earlier, social scientist and educator as Abraham Maslow discovered 
ways to look at "classical objectivity" by taking a more "Taoistic" understanding about the 
meaning of objectivity (Maslow, 1971, 15-18), which seems to present a way to engage 
science rather than pushing away from it. Maslow commented on fear, and his writing also 
indicated the importance of communication within a person (which could include how a 
person reflects upon fear, as well as upon primary values), which are directly relevant to 
what a teacher can communicate: 
My general thesis is that many communication difficulties between persons 
are the byproduct of communication barriers within the person; and that 
communication between the person and the world, to and fro, depends largely 
on their isomorphism (i.e., similarity of structure or form); that the world can 
communicate to a person only that of which he is worthy, that which he 
deserves or is "up to"... (Maslow, 1971, 149) 
Maslow's discussion of communication was in the broadest sense, including the 
communication of tacit knowledge, or what Rogers would have called the "facilitation of 
learning." Maslow explained, "I want to speak to what we are blind and deaf to as well as 
what gets through to us," and he demonstrated through his life's work how "we should 
expect communication with the outer world to improve along with improvement in the 
development of the personality, along with its integration and wholeness..." (Maslow, 1971, 
150). It was as if Maslow and the humanistic psychologist movement addressed the issue of 
fear by simply not pathologizing it, neither focusing on it nor trying to resolve it, and looking 
instead at the integrated personality of "fully-functioning" persons. In doing this, rather than 
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addressing "fears" directly, Maslow was often inclined instead to address issues of 
personality and the "failure of internal communication." 
Yet, fears are part of the inner and outer landscapes of most teachers, which brings us 
again to Krishnamurti, who also addressed the issues of fear and teaching directly in his 
writings and work with holistic educators. In his letters to the seven schools that he founded, 
Krishnamurti wrote to the teachers: 
Goodness cannot flower in the field of fear. In this field there are many 
varieties of fear, the immediate fear and the fears of many tomorrows. Fear is 
not a concept, but the explanation of fear is conceptual and these explanations 
vary from one pundit to another or from one intellectual to another. The 
explanation is not important but what is, is the facing of the fact of fear. 
(Krishnamurti, 1981, 18-19) 
Thus, in this very non-academic prose, Krishnamurti has explained fear not as a fear about 
anything, but as a "field of fear" and his perception of it as being contradictory to the 
flowering of goodness. What Krishnamurti often referenced as "the flowering of goodness" 
can also be considered to be what others have called Ultimacy (Forbes, 2003 in press), with 
all its related notions of self-actualization, atman, nurturing the divine within, and so forth, 
otherwise known as the goal of holistic education. Krishnamurti examined fear as a "field" 
with the understanding that talking about it makes it into a concept, and in doing so, he 
highlighted the issue that what is most important is not how we explain it but is "the facing of 
the fact of fear." Krishnamurti went on to explain in this letter: 
In all our schools the educator and those responsible for the students, whether 
in the class, the playing field or their rooms, have the responsibility to see 
that fear in any form does not arise. The educator must not arouse fear in the 
student. This is not conceptual because the educator himself understands, not 
only verbally, that fear in any form cripples the mind, destroys sensitivity, 
shrinks the senses. Fear is the heavy burden which man has always carried. 
From this fear arise various forms of superstition - religious, scientific and 
imaginary. One lives in a make-believe world, and the essence of the 
conceptual world is born of fear. (Krishnamurti, 1981,19) 
Krishnamurti pointed from the "fact of fear" toward the issue of the educator's responsibility 
with respect to that fear. He showed the pervasiveness and potency of fear as a "heavy 
burden" that "cripples the mind, destroys sensitivity, shrinks the senses" and saw this as 
being born out of the "essence of the conceptual world." Krishnamurti's writings lead me to 
seeing more clearly that there is fear in the world, yet trying to understand our fears 
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intellectually is of limited value. In other words, there is more to seeing fear than an explicit 
understanding about the object of fear within oneself. In fact, he very directly points to the 
conceptual and intellectual worlds as being the source of much fear, and if it is the source of 
the fear, then the mere "understanding of it" with the intellect (or "the conceptual world") is 
not really facing the fear but more like trying to explain it away without seeing into the 
nature of one's fear. It is as if the development of the intellect appears to get in the way of 
one's relationship to fear. 
Krishnamurti was trained as neither a researcher nor a scientist; consequently, trying 
to make conceptual sense of Krishnamurti's writings is often like trying to drink an 
exceptional wine with the intent of getting calcium from it. Exceptional wine may awaken a 
sense of taste to flavors of which we were previously unaware, but we must not expect it to 
be something that it is not. Krishnamurti's writings seem to awaken aspects of one's tacit 
knowledge (perhaps even one's "senses concerning fear") because Krishnamurti endeavored 
to speak his truest truth to educators so that people could see and look into the nature of 
issues (such as fear) for themselves, not analyzing or putting these issues into conceptual 
frameworks but just looking at them. 
Studies on the Outcomes of Private Schools 
By and large, the study of private schools as sources for innovation has been 
practically non-existent. To illustrate this, let me summarize another search that I did of the 
ERIC database for "private education and elementary schools," looking for what research 
had been conducted since 1990 (through February 2003). The sample of 20 records that were 
found are basically indicative of the meager research in this area. There was one extensive 
survey (summarizing data collected in 1987-88) of staffing patterns in both public and 
private schools, there were three records about staff and enrollment at Catholic Schools, and 
four additional records concerning other qualities or issues within Catholic Schools. While 
this research might point us toward general attitudes of teachers or community members 
about private education, it does little to inform us about the extent to which private education 
is able to provide opportunities for different types of innovation based on the actual learning 
of students or teachers. 
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Another popular issue with respect to private education is its politics and funding 
structures. Within this sample ERIC search, I found seven records about an issue that could 
be called the "politics of educational choice" (discussions about school vouchers, privatizing 
education, one case study of a public-private partnership, discussion about schools for profit 
and their advantages, busing issues in Milwaukee, and the effects of public funding on 
private Christian schools in British Columbia). Still, none of these discussions or its related 
research give substantial hints about what kinds of learning the students and teachers within 
these private schools are engaging and being exposed to, or about the relationship between 
the structure of the school and the type(s) of learning it facilitates. When learning is 
mentioned it is almost always with reference to academics alone. This little ERIC search also 
yielded two records about student achievement issues in private schools: one on the 
detriments of science achievement for minorities in Trinidad, and another on student recall of 
science concepts, neither of which help us to generalize much beyond accumulated 
knowledge about science concepts. I site these references only in an effort to show the 
paucity of research with respect to whether or how private schools can provide certain types 
of innovation that are unavailable within the structures of public schools. 
There were three studies that gave some glimmer of concerns about non-
performance-based education as it relates to private elementary schools. Two studies focused 
on identity-related outcomes: one about the influence of intellectual growth on ethnic self-
definition and the meaning of Jewishness, and another about the ramifications of special class 
placement on children's self-concept. These two studies were both completed in 1990, which 
may have been the end of a trend from the 1980s to study issues of identity and self-concept. 
Finally, one record dealt particularly with a discussion of private schools and their "non-
subject matter outcomes" (Good, 1999). Introducing issues about non-academic outcomes in 
public schooling, Good discusses how support for charter schools and vouchers have been on 
the rise since 1991. In particular, he mentions vouchers for private schools in Milwaukee as 
vesting power in the hands of parents. He then discusses the vagueness of political and media 
discourse on reform and "that reform advocates seldom state how charter schools and 
vouchers will transform the curriculum" (Good, 1999, 387). 
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In terms of outcomes for teacher learning with public schools, Carl Rogers felt that 
the rigid power structure imposed by state mandates results in a great barrier to person-
centered approaches to learning. He concluded that "we may see a person-centered approach 
to education developing strong roots in alternative schools, in universities-without-walls, and 
in specialized situations such as medical education before it has a major impact on our larger 
teacher-training institutions" (Rogers & Freiberg, 1994, 219). Other investigations into the 
history and politics of education corroborate this conclusion when examining the limiting 
capacity within public education for being able to consider more person-centered issues. In a 
review of four particular frameworks for analyzing accountability in public education, the 
limitations of each framework were discussed (Martin, 2000), and it was shown how broader 
questions of human development and inquiries into values have historically been ignored by 
the American systems for accountability in education. In a review of literature concerning 
school choice in the United States, the research about how families make choices when 
presented with different options seems minimal, indicating that, "Markets and bottom-line 
productivity approaches to examining school choice encourage simplistic economic answers 
for complex social and human problems" (Martin, 2001). 
Based on this evidence combined with the frustrated conversations that I hear among 
charter school founders in many states (with Minnesota and Wisconsin being two 
exceptions), it would appear that an inquiry is called for about when and how private schools 
are able to make inroads into particular innovations that public schools are unable to 
accomplish. In addition, this case study has also suggested than a closer examination of the 
issues of fears and freedom as created or influenced by different types of delivery systems 
may be of significance to the learning that is facilitated (intentionally, or unintentionally) 
within such systems. Despite the heated discussions and opinion related to private schools, I 
have found no research into the enabling or disabling factors of private education for 
initiating models or even conducting research about alternative approaches to learning. 
Though, there are "little known facts" such as that Harmony School is a private elementary 
school around which the large "National School Reform Faculty" has been able to rouse a 
whole movement for teacher learning within public education. In a book about this school, 
however, Goodman has one small paragraph (1992, 50) about Harmony being an 
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"independent corporation" with no mention at all of private versus public education issues 
that went into that decision. In other words, when studies are published about private schools, 
the issue is downplayed (perhaps in part so that the study can be published). 
In a section on the "Conditions for innovation," Peter Senge and his colleagues have 
this to say about private education: 
Those who can afford it increasingly put their children in private school, 
where they purchase smaller class sizes, the opportunity to be surrounded by 
elite students, and access to teachers who are more satisfied with their 
working conditions. (Senge et al., 2000) 
This is the common perception of private schools, without consideration to those alternatives 
that make a concerted effort to provide an education for the non-elite. Later in this same book 
when describing one small and innovative new school, the Rockland School Project, author 
James Evers described it as a private school that was "frugally financed" in its infancy, yet it 
ran "successfully for twenty years," and during this time he claims that, "The Project School 
was a true learning environment, and I had become a learning teacher—one who never stops 
learning" (Evers, 2000). 
Following his experiences in this private school, Evers writes, "After it closed, I was 
fortunate to find a public school environment (Ho-Ho-Kus) where nurturing was practiced 
and where my approach to teaching was valued" (2000, 151). However, he then notes the 
school's superintendent mentioning the academic rigor being pushed by parents for good test 
scores, as well as the pressures on students. He spoke of one former student who was in the 
honor society at a "highly touted" high school who (like many students) had noticed that "the 
work load was heavy and there were few intellectual discussions." It seemed to this student 
that "getting good points was far more important to the school than having kids get 
knowledge" (Evers, 2000, 151). So there is this ongoing implication that the kind of 
innovation that encourages teacher as well as student learning is not nourished within the 
competitive environments of public education, where fears move from parents to 
superintendents to teachers to students creating a force in itself that seems (to many teachers 
and students) contrary to learning itself. 
What Evers did to stay within this system and maintain his "innovative" approach, 
was that he changed his view of himself as being part of the system: 
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To keep my sense of value amid all this, I decided to stop seeing myself as a 
teacher per se, or even as an employee of a school system. Instead I began 
thinking of myself as a writing coach and consultant. My clients were the 
students, the parents, and the administrators (in that order). 
I gave myself permission to do the kinds of things consultants did. I no longer 
burdened myself with the need to find a single "classroom approach" that 
would work for everyone... (Evers, 2000, 152) 
Although he was having to adapt his mental models to view himself as being outside of this 
system, he still considered himself "fortunate" to have found this public school where he 
could teach. This sounds like the commitment of many holistic educators, who want so much 
to make the system work for all students, that they find ways to work within it, despite the 
system and not because of it. 
Perhaps the lack of inquiry into private school innovations has been in part due to the 
predominating model for understanding learning as being the acquisition of accumulated 
knowledge (learning about the basics, or sometimes a little more content in the arts, social 
studies, or environmental sciences). Within this traditional approach to education, it may 
matter little whether a school is private or public, as all changes in test scores could simply 
be attributed to the socio-economic advantages of most private schools. Indeed from this 
perspective on private education, one can see how power structures and equity are of much 
greater significance than the particulars of what is learned. Unfortunately, this leaves 
unresearched the private schools that actively attempt to approach learning in non-
performance-based ways (with attention to various types of tacit knowledge) mid that 
simultaneously seek a diverse student body. 
Another plausible explanation for the lack of private school research is the prevailing 
American attitude in favor of public education, which may tacitly influence researchers so 
that they do not even pose the question of how or whether private schools can assist public 
education by trying out new approaches to education that are impossible (or nearly so) in 
public schools. When models for "choice" are based on a competitive market understanding, 
the issue of private schools being of "benefit" to public education is never really considered 
in depth; that would be like considering how a locally-owned restaurant is of benefit to 
McDonalds. They are competitors; why consider how they can help one another? Yet, The 
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Harmony School and private laboratory schools associated with colleges (what few dozen 
that remain) are presumably helping education, not private or public, but simply the overall 
knowledge-base and practices that can be offered to schools at large. Still, to pose such 
questions about the possible and real benefits of private education is to admit the weaknesses 
of public education, and to face the fear that how we have organized and distributed 
education for the last 150 years may be less than effective, or at least obsolete. 
History about Holistic Schools 
Beyond the writings about holistic education, beyond of the action research program 
and its reflective practices, beyond the teacher development program, and even beyond the 
fact that Educaré was a private school, the most encompassing "fact" about this case is that it 
was done within a holistic school—a school "on the edge." In the 240 years of history within 
holistic education (since Rousseau), holistic schools are rarely seen as having had significant 
impact on the trends of mainstream education. There are "ebbs and flows" with "ideas" that 
catch on for awhile, such as the kindergarten, self-directed learning, hands-on learning, 
emotional intelligence, sensory-based learning, or even action research and reflective 
teaching practices. Unfortunately, by and large, mainstream education finds a way of 
incorporating these practices into education that focuses primarily on the accumulated variety 
of knowledge, and holistic schools continue to remain a risky endeavor. 
Some of the earliest holistic schools in the United States can be traced back to schools 
in Pennsylvania, Kentucky, and Indiana between 1809 and 1826, that were organized by 
Joesph Neef, who had been "a disciple of the Swiss romantic educator J.H. Pestalozzi" 
(Miller, 2002, 111), followed by schools in the 1820s and 1830s in Connecticut and 
Massachusetts that were attempted by A. Bronson Alcott. Both of these educators are 
described as having been idealists who "explored early precursors to the 'countercultural' 
lifestyles of the 1960s," and their schools are described as having been "short-lived" and 
"clearly radical for their time" (Miller, 2002, 111). Toward the end of the 19th century, 
following his direct studies in Germany of "the holistic pedagogy of Pestalozzi and Froebel," 
Frames W. Parker advocated for a "new" education in the public schools, and his reforms 
and activism, combined with Dewey's work, formed the foundation of what became 
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Progressive Education. In looking at the impact of these progressive (though not politically 
radical) reforms during the first half of the twentieth century, Miller writes: 
After World War II, although progressive ideals informed various school 
reform efforts and models, from nongraded (multiage) classrooms to 
integrated or "core" curricula to cooperative learning approaches, such 
reforms were often isolated and short-lived in the face of strong political and 
philosophical demands for "basics" and "standards"... (Miller, 2002, 113) 
Extensive studies convincingly show that less conventional approaches to education, 
progressive as well as holistic, are at least equal to conventional programs and teaching 
approaches for intellectual learning, and are often superior in their approaches to the 
emotional and social development of children. In 1942, the Commission on the Relation of 
School and College of the Progressive Education Association conducted one of the most 
thorough and rigorous longitudinal studies ever. Across eight years, the Commission 
examined thousands of graduates from 30 large and small school systems around the country 
who were all granted permission of not having to meet traditional college entrance 
requirements. The graduates were systematically matched with graduates in traditional 
programs, and characteristics from specific aspects of thinking to social sensitivity were 
closely tracked and evaluated. The results showed that: 
Graduates of the Thirty Schools did as well as the comparison group in every 
measure of scholastic competence, and in many aspects of development 
which are more important than marks, they did better. The further a school 
departed from the traditional college preparatory program, the better was the 
record of its graduates. (Aiken, 1942, Volume 5, p. xvii) 
However, even such strong research in favor of non-traditional approaches to learning does 
not seem to have any weight on the sustainability of such schools. A number of progressive 
schools were created in the wake of Parker and Dewey; although some have closed or 
changed, this style of progressive, experiential education appears to have waxed and waned 
within American school reform (Semel & Sadovnik, 1999). According to Semel and 
Sadovnik, reasons that some such schools have continued into the current day while others 
have "succumbed to the demands of the marketplace" are multifaceted. The survival or 
discontinuation of progressive schools appears unrelated to the effectiveness of their 
approaches to teaching and due instead to a complex of variables related to "location, 
leadership, and the temper of the times" (Semel & Sadovnik, 1999, 356). This conclusion 
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seems in perfect keeping with what was discovered about the holistic school in this study as 
well. 
In his study of holistic education and cultural dissidents in the United States, Ron 
Miller points to specific elements in American culture that have influenced the evolution of 
schools away from an interest in holistic education (Miller, 1997). Through his emphasis on 
the dissidents who have critiqued the failures of American democracy and its "subtle cultural 
flaws," Miller highlights a set of ideals (mostly unquestioned) that pervade American 
interpretations of what education is and should be, none of which are in keeping with a 
holistic worldview, which for Miller includes, among other things, an emphasis on the whole 
of human experience and on meaning as more than information. 
In examining whether this holistic worldview will take root in the years and decades 
ahead, Miller gives attention to five themes of American culture and modern civilization that 
marginalize what holistic educators most value. First, Puritan theology and American 
Protestantism have embedded our culture with notions that have emphasized "utter 
separation between the material and spiritual realms" in which a person is not viewed as 
inherently good but as "a seedbed of depravity and corruption" (Miller, 1997,10). Then 
building on the "so-called Enlightenment of the eighteenth century," our culture built on the 
ideas of Bacon, Descartes, Galileo, and Newton, which combine into "scientific 
reductionism"—again retaining the "religious dichotomy between matter and spirit" (Miller, 
1997,13), along with biases that explain phenomena based on the component parts and what 
can be measured. A third theme that presents another bias against holistic education is 
"restrained democratic ideology" which, according to Miller, emphasizes tensions between 
conservative/republican notions of the "common good" wherein the welfare of the 
community "supersedes the personal freedom of the individual," versus equally troublesome 
notions of "liberal democratic ideology" concerning the value of hard-working Americans 
and a free economy (often with little consideration or acknowledgement of the many who 
have been denied their "natural rights"). Fourthly, Miller points to the theme of capitalism, 
which interacts with the world as if there were no limits to human progress and comfort, no 
unfair barriers of opportunities, and he argues that it is based on meritocracy and unchecked 
competition, in which the aesthetic, emotional, spiritual realms of life are basically ignored. 
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Lastly, he points to the trend of nationalism, which proliferated especially in 2001 with the 
state of terrorism and fear being what it was in the nation. Nationalism, more than anything 
else, appears to be what holds these ideals together, as Americans "need to prove their 
loyalty to a set of abstract ideals," which he sees as "a defensive gesture to reassure 
Americans that they do, indeed, belong to the national community" (Miller, 1997, 19). Miller 
then contrasts these themes with the philosophies and pedagogical techniques emphasized by 
"countercultural educators" whose emerging worldviews share elements that he calls 
"holistic," and he concludes by referencing the "confusing and frightening abyss between 
worldviews" into which we are entering (Miller, 1997, 225). 
Clearly, Miller has shown how today's culture is not conducive to a holistic 
worldview; however, looking only at history and politics to examine why holistic schools 
have so often struggled for their survival implicitly places emphasis outside of the 
individuals who are creating the schools, and does not provide much volition to the actors 
within history. Although he does not go this far, Miller's analysis of history could also be 
interpreted for underlying issues of fear related to individuals' internal communications 
about the meaning of the world, which form "their worldviews." For example, there is a fear 
of evil (or not "being good") that seems to lead Americans to feeling the need to protect their 
ideals (their thoughts and notions about what "the good" should be) through religions, 
science, or democratic idealism, or to protect their belongings and material well-being 
through the unbridled expansion of capitalism. Yet, our survival and well-being is no longer 
dependent on such mass accumulation of wealth, which indicates unreasoned fear as an 
embedded aspect of the mainstream "worldview." Further, if this worldview is so pervasive, 
one must ask how it also influences the internal communications of those with more 
supposedly "holistic" worldviews as well. 
In his most recent book, Miller highlights what he called the "rapid rise and fall of the 
free school movement" (Miller, 2002). Although I would argue that the free school 
movement has implicit premises that are different from that of holistic education as outlined 
within this dissertation, many free schools have elements within them that are more or less 
holistic, and Miller's inquiry into these schools provides hints about issues that influence the 
fears and the survival of schools that are attempting to be different, as well as influencing the 
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learning of teachers within such schools. For many, the free schools of the 1960s and early 
1970s were "the exciting opportunity to create 'something new'—and 'a place to enact the 
radical polities'" (Bill Ayers as quoted in Miller, 2002, 115). As such , it was primarily 
young people who were attracted to teaching in these schools, with some research showing 
that 69 percent of these teachers were under 30 years old (Miller, 2002,116). Meanwhile, 
parents attracted to free schools often came to them not because of any philosophical ideals 
but as a result of their children's needs "or explicit demands." Analysis of writings by John 
Holt and Jerry Friedberg reinforce this interpretation and indicate how "teachers sought to 
educate parents about the school's philosophy, but said that many parents still did not 
understand or fully accept it, and this led to problems" (Miller, 2002,117). 
Some of Miller's descriptions of free schools also resonate with descriptions by 
Educaré teachers of how they were trying to conceive of their students' choices about 
learning: 
Usually, the time devoted to learning activities was fluid and flexible. Some 
schools, loosening the iron grip of curriculum entirely, placed no 
requirements on children's use of time.. .others experienced periods of 
"chaos" in which unregulated behavior was clearly not productive. These 
schools used various techniques, including having students draw up daily 
personal schedules or learning contracts, to balance freedom with some 
educational structure. (Miller, 2002,118) 
He goes on to describe, again not unlike patterns revealed at Educaré Elementary, that adults 
"tried to step outside of the conventional teaching role to become mentors and friends to their 
students." As his narrative continues with this portrait of free schools, aside from the more 
overarching political issues of education, there are also many hints about particular school 
issues that seemed to influence the downfall of the free school movement. There are 
references to stories of schools that were harassed by public officials, along with stories of 
many schools whose "supplies and furnishings were often sparse or scavenged, and salaries 
were meager" (Miller, 2002, 125). Complaints were noted as well by one school leader about 
"how difficult it is to find adults who are loose enough and straight enough within 
themselves to sustain a living process through which the games and masks are not only 
uncovered but stay down" (Miller, 2002,127). While Miller emphasizes the complexity of 
structural and ideological issues within society that kept free schools from developing, his 
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discussion also indicates that there were other complexities within the challenge of creating 
and maintaining schools that were quite different from people's expectations of what 
"learning" should look like. 
Miller's work, along with a number of books published by the Holistic Education 
Press and the Foundation for Educational Renewal, begins to address some of the void 
existing in the field of holistic education, with its focus, for the most part, being around 
historic and reflective discussions about the field based on the cumulative experiences of 
individual practioners. These discussions often point to issues that make holistic schools 
distinct from the mainstream, or that expound on the core values of holistic educators. 
However, there remains a lack of rigorous inquiry into the implicit values, the meaning 
structures, or the tacit knowledge of educators and schools that are choosing to break away 
from mainstream approaches to learning. As individual schools continue to struggle to exist 
within a culture that is neither supportive nor understanding of their efforts, there has been no 
concerted effort across schools to ask the kinds of questions that might allow practitioners to 
further their own practices within the field without imposing on them a set of externally-
mandated expectations. In my view, the field remains a loose network of educators with 
common worldviews and values, without having yet developed the capacity for self-critique 
of its practices within and across schools, as a cohesive and self-supporting field wherein 
holistic educators would be enabled to learn from one another. 
Discussion on Experience, Theory, and Practice 
This chapter began by explaining its odd positioning at the end of a study. Then, after 
introducing more about the philosophy and foundations of holistic education, research was 
considered that has been developed about action research as well as about reflective teaching 
practices and teacher development in general to see how they relate with holistic approaches 
to learning. Having discovered from this case how fear seemed to play such a pivotal role in 
teachers' learning and interpretations of school issues, I also examined the lack of research 
into the nature of fear and its impact on teaching with a focus on some insights provided by 
Parker Palmer and J. Krishnamurti, which could be used as a basis for further inquiry and 
research into these matters. The chapter then shifted to an overview of structural and 
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historical issues related to holistic schools, showing the apparent lack of research into the so-
called "innovations" of private schools, particularly private schools that really do attempt to 
be different while also serving diverse populations of students. Finally, we came to the 
ominous question on the minds of holistic educators: "So, why aren't there more holistic 
schools in the world?", a question whose answer focused primarily on cultural and political 
trends in society with some postulates regarding difficulties within the developing field. 
Given what is known about this field and its related research, some further 
intepretations from this case research appear to have a bearing on the field. What often 
seemed to enable teachers toward new insights into their own teaching was an increased 
(though often implicit) knowledge concerning their embedded notions of teaching, learning, 
childhood, responsibility, fear, and so forth. When unable to see the implications of their 
notions, teachers would build up ideas, interpretations, and implicit conclusions about what 
was happening in their classrooms, or in the school, which often seemed to leave themselves 
out of the picture. They were unable to get from their own notions and concepts about the 
world to finding a way to change their practices to impact the dynamics of learning in their 
classrooms (such as by relating with students in a more meaningful way). In essence, they 
seemed to "get stuck" on their own meaning structures. On the flip side of the coin, the 
teachers who demonstrated the greatest fluidity in their learning seemed to have a certain 
relationship to their experiences that was distinct. Rather than starting with ideas and 
theories, they seemed to see their students and the particulars of their situation as primary to 
their "lens" for viewing the world, and then developed their own notions about learning in 
their classrooms. Theories were then used more as an informing backdrop to help put words 
and descriptions to what they were learning about. In essence, they were not trying to apply 
theories to experience, but instead were building theories from experience, and then using 
existing theories as tools to reflect on their own experiences. This is particularly noticeable 
when reviewing interpretations about Sarah's and Megan's learning (in Chapters 4 and 5). 
Returning to the field of holistic education and related studies, one might postulate 
that the teacher development programs and schools that are the most successful (in terms of 
facilitating meaningful learning for students) are those that provide: 1) a means for teachers 
to become more aware of their own implicit notions about education and learning, 2) an 
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opportunity to question those notions, and 3) support for developing their own working 
theories about learning in their classrooms. I would further postulate that programs and 
schools that are the least successful are those that may "show" outward success initially (by 
using the methods and theories developed by others), but that are essentially built on the 
ideals and expectations of those wanting to be "more" holistic (or progressive, or radical, 
etc.) without the grounds for seeing into the nature of their own learning and development. 
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CHAPTER 8. SUMMARY AND CONCLUSION 
The Case in Retrospect 
This case has been about different types of learning for teachers within holistic 
education, with a focus on what I described as the acquisition of tacit knowledge and the 
acquisition of accumulated knowledge. The acquisition of tacit knowledge involved the 
teachers learning unknowingly of themselves, of their students, and of the world in subtle 
ways that can sometimes be noticed (as in "realizations" or "aha moments") but that cannot 
be told or expressed fully in words. Although I tried to make some of this learning more 
explicit, I was treading lightly on untread ground—as to my knowledge, researchers have not 
yet ventured into studying the implicit learning of holistic educators. Even in the process of 
making explicit that which is by nature implicit, I may have sometimes changed the nature of 
what it was that I looking at. At the same time, the teachers involved in this case were also 
learning through the accumulation of knowledge (which is a more commonly studied type of 
learning). This acquisition of accumulated knowledge involved the teachers learning 
knowingly about new ideas, reflecting on new tools or methods for learning, learning about 
the details of their students' lives, or even learning to talk about the challenges of being part 
of a new school. It was all those things that they were deliberately and consciously learning 
and could be much more easily discussed and reflected upon. 
With this framework in mind, this case provided a summary of the teachers learning 
of and about action research within one small holistic school in a rural setting in the Western 
United States, as they were also learning of and about holistic education. Some of the 
teachers learned about action research as a tool for professional development—its benefits as 
well as its limitations; some also learned about the intellectual underpinnings that provide the 
foundation for holistic education. As those teachers who chose to engage in the action 
research program were developing their accumulated knowledge in these areas, they were 
also acquiring tacit knowledge that seemed significant to their learning as well. They 
acquired tacit knowledge of their own teaching, their values, their expressions of 
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responsibility and freedom, their relationships with students, their relationships with fear, and 
tacit knowledge of themselves as well. 
This case report began with particulars about the setting and the participants in 
Chapter 2, to show what was unique as well as common about the little school where this 
study took place. The umbrella organization of The Educaré Center was unique, as was the 
school building, the particular combination of students and parents, and the characteristics of 
each participating teacher as well as the program facilitator. Within these unique aspects of 
the case, the commonness of the case can also be found: a community with all its cares and 
concerns, students in all their diversity, parents with their many expectations, leaders with 
their particular styles of relating with others, and teachers with their own array of ideals, 
expectations, and shortcomings. Like most holistic schools, we had parents who were deeply 
concerned about their children; students who were focused on the day-to-day aspects of 
growing up (with physical, emotional, social, intellectual, and aesthetic needs), leaders with a 
vision, and teachers wanting to make a difference in the lives of children. 
After reviewing the research design and how the data was collected and analyzed 
(Chapter 3), the following three chapters presented an interpretive overview of what was 
studied between February and October of 2002, with many of the interpretations being 
developed during the write-up phase in the five months that followed. 
The underlying theme about the nature of learning as being rooted in two types of 
knowledge suggests a basis to review the focal points of the three core chapters. Chapter 4 
focused primarily on the teachers learning about action research, along with suggestions of 
what they seemed to be learning o/holistic education (and their primary values). This 
chapter also indicated how some teachers were learning of action research, getting an initial 
sense for themselves of its subtleties, quirks, and uses. Chapter 5 pointed toward one 
teacher's expressions of her experiences as she was learning qfholistic education by means 
of action research. Chapter 6 stepped back from the action research program to examine 
more about two teachers' interpretations of the school's development and its impact, which 
revealed another layer of learning as it related to holistic education. 
Stepping away from the immediacy of the case itself, the literature review served to 
give the research greater context. The newness of holistic education as a field of study was 
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put into the perspective of its 240-year history based on philosophies and practices that began 
with Rousseau, with the recent plethora of writings emerging to define the field in the last 20 
years. The study of action research was shown to relate with teacher development studies in 
progressive as well as contemplative education practices and to the body of knowledge 
known as "reflective practices." In addition, a discussion on the theme of fear and teaching 
highlighted not only some of the challenges faced by teachers in this case, but also the 
quandaries faced by any holistic educator and particularly those who are attempting to 
develop holistic practices within a society that does not support or encourage such levels of 
self-knowledge as are required for holistic education. Also revealed was the scarcity of 
research about either private or holistic schools. The chapter ended with a short discussion 
about the possible implications of this study for the use of theory and experiences in practice. 
Limitations of this Research 
As a critic of my own research, I must wonder at the extent to which the learning 
explicitly described by teachers was in part a result of their wanting to show that they had 
learned something, as well as the extent to which my interpretations of their tacitly acquired 
knowledge was in part a result of my wanting to show that they had learned something. 
While I have no doubts that we were all sincere in our interpretations about what was 
learned, sometimes people want to make themselves look good to others as well as in their 
own memories. So, without intending it, we may have sometimes shifted our perspectives in 
telling these stories (they in their interviews, me in framing this case) to give a more positive 
slant to what was learned, or to be more critical about why learning did not happen. To 
compensate for this bias in the research, I attempted to be as detailed as possible about 
examples and evidence to support the interpretations that were being made. 
Related to this limitation, even if learning did occur as it has been described, it needs 
to be questioned whether there was a direct cause/effect relationship between the action 
research program and the learning that occurred. In other words, in this study, I have 
sometimes implied that the action research was part of the "cause" for the teachers learning 
as they did. Again, I used thick descriptions to justify the closeness of the relationship 
between the program and the teachers' learning, but it is not really known whether the action 
213 
research projects, other aspects of the program, or other aspects of the teachers' learning 
environment "caused" them to learn. Many holistic educators would argue that learning 
occurs as an unknown result related to aspects of the students as well as aspects of the 
teachers (such as their internal motivation and inherent learning processes), all of which 
facilitate learning, but we do not really know what "causes" learning, certainly not learning 
of the tacit variety that relates to our full development as human beings. 
Another important limiting factor of this research was its implicit power structures (as 
discussed in Chapter 3), as well as the nature of the relationships between participants. In 
particular, while it can be argued that my being close with those whose program I was 
researching provided additional information and insights that would not otherwise be 
accessible, there are also certain blinders that come with close relationships. Whatever I am 
as yet unwilling or unable to see in myself likely impacts what I was unable to see in the 
participants and their relationships to this case. 
Action Research and Teaching in Holistic Classrooms 
Research Question 1: Can action research assist classroom teachers in their holistic 
approaches to teaching? If so, how? 
The research presented in this case report indicates that action research was able to 
assist the three teachers who engaged with it in developing their holistic approaches to 
teaching. How it assisted them varied according to what they were learning of and about 
action research, as well as what they were learning of and about holistic education. 
Based on the analysis and interpretations presented in Chapter 4, the areas of 
knowledge that these three teachers appeared to be acquiring in relationship to the action 
research program varied widely. From their reflections about research questions, about 
classroom observations, and about interventions (the "action" part of action research), they 
were explicitly learning about the steps of action research as well as about some of the 
methodological and philosophical issues related to such research. As they learned about these 
issues, some of their holistic classroom practices were positively influenced as these teachers 
gave increased attention to their personal biases, noticed how factors such as student 
characteristics influenced their teaching and research, and learned to reflect more on the 
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significance of what kinds of questions they asked about their teaching practices. For at least 
two of the five teachers, they also seemed to begin internalizing action research—that is, 
tacitly, they appeared to be seeing how to apply action research more "naturally" in their 
classrooms. 
With respect to what was learned about and of holistic education following the 
teachers' introduction to action research, this was more difficult to interpret. It appeared that 
the questioning and reflective nature of action research influenced at least three of the 
teachers toward learning more about themselves, and about the impact of their backgrounds 
on their thinking processes, and how that in turn impacted their responses to students. In 
focusing their research questions around such issues as student self-reflections, freedom, and 
natural consequences, it appeared that three of the five teachers also learned to reflect more 
closely on their selected areas of concern about holistic education. In selecting interventions 
to try different activities and actions in the classrooms, these teachers also learned about the 
different kinds of impact that they had on their students. In this respect, action research can 
also be said to have assisted teachers in their explicit learning about holistic education by 
focusing and furthering their personal inquiries into it. It can also be said to have influenced 
their implicit learning o/holistic education by more subtle and indefinable means as 
discussed in the next question. 
Action Research and Its Impact on Tacit Knowledge 
Research Question 2: Is a holistic educator's tacit knowledge of teaching impacted by 
the use of action research? If so, how can it be described? 
Tacit knowledge appeared to be acquired differently for each teacher. With a style for 
noticing the particulars, Sarah seemed to learn implicitly of her students' motivations and 
learning processes, as she learned about her own thoughts/actions and their possible impact 
on her students. Douglas seemed tacitly to learn of his values with respect to holism and how 
that related to his work with students. Megan seemed to learn implicitly with respect to 
responsibility and of her impact on her students' learning. Evidence indicates the acquisition 
of this tacit knowledge was in conjunction with the action research program, as it appeared to 
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be acquired within the research process. This shows a correlation but is not evidence of any 
cause/effect relationship. 
In examining the learning of one particular teacher, we also saw how action research 
assisted Megan in learning of herself in relationship to her teaching practices. In particular, 
the question formation process provided her a venue to explore questions that were 
meaningful to her. Megan's interpretations about her learning indicated that the reflection 
process was helpful as well, as she felt that this process helped her to recognize more about 
the "need to be sensitive" to students' feelings, to consider more about how students were 
interpreting her intentions, and to give greater attention to the impact of group dynamics on 
students. Based on an analysis of her action research report, in which Megan described two 
cycles of her research, she appeared to expand her tacit knowledge from seeing teaching as 
"developing activities to help students" to notions of teaching that involved more play, the 
immediate present, and her own difficulties in self-reflection. The fact that she did not 
formulate any particular conceptual explanation about the relationships between these 
expanding notions actually reinforces the interpretation that it was her tacit knowledge, rather 
than her accumulated knowledge, that was developing. Unlike accumulated knowledge 
where facts and concepts can be rearranged, tacit knowledge appears as something that is not 
deliberately organized; when one intentionally organizes and explains concepts there is a 
danger of no longer learning of it but merely rearranging ideas about it in one's head. 
Factors That Influenced Teachers' Learning from Action Research 
Research Question 3: What are the external and internal factors that challenge and/or 
support the teachers' capacities to engage in the action research program? 
Themes throughout this case report, with several being highlighted especially in 
Chapter 6, indicated a number of external and internal factors that directly impacted these 
five teachers' capacities to engage in action research. The external factors included primarily: 
(1) the stability of the school, (2) ideas and fears conveyed about the school in how issues 
were communicated, (3) teachers' relationships to the facilitator and to one another, and (4) 
other issues of school development and governance. The internal factors included primarily: 
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(1) teachers' openness and vulnerability to learn, (2) the "giving" quality of their characters, 
and (3) their internal relationships to fear. 
For this particular school, it appeared that its economic instability (as impacted by its 
being started on the brink of 9/11, as well as its rural location) created additional anxiety on 
the part of teachers as employees, which caused them to question the extent to which they 
wanted to invest themselves in these endeavors (the school, or action research). Financial 
restraints also impacted the organization's capacities to hire more experienced staff (though 
our staff was as experienced or more so than what most small start-up schools are able to 
afford), as well as negatively influencing the teachers' trust toward the organization when 
they did not always get their pay checks on time. Many local rumors about the organization 
and particularly two of its directors also impacted teachers' opinions about the organization 
(differing partially in accord with internal factors), which also impacted their relationships 
with Kent as well as with parents, which in turn impacted the teachers' willingness to try 
action research as well as their capacities for relating with students. 
Relationships were also viewed as an external factor that influenced the teachers in 
their capacities for engaging in action research and holistic classroom practices. Depending 
on one's perspective, relationships could also be considered as internal factors in so much as 
it appears to be each person's acquisition of tacit knowledge relating to primary values and 
their "internal communications" that most influenced the relationships in this study. In 
accordance with the principles of holistic education, the teachers' teacher (Kent) and their 
relationship with him was seen as significant in what or whether the teachers were able to 
learn. The three teachers who appeared to benefit the most from the action research program 
had very positive relationships with Kent, and the two teachers whose learning from action 
research was not evidenced were those with the least positive relationships with Kent. (The 
degree of "positiveness" was indicated by issues of trust and authenticity as suggested from 
informal interactions as well as by what each teacher had to say about Kent.) While teachers' 
relationships with students, with parents, and with other TEC directors appeared important to 
their development as teachers at the school, these relationships did not seem directly 
connected with their capacities for engaging in action research. In addition, relational issues 
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indicated that a holistic school may face a higher degree of internal scrutiny with respect to 
its staffs abilities to relate not only with students but also with one another and with parents. 
Other issues of school development and governance indicated additional challenges 
and supports in the efficacy of the action research program. School governance critiques 
arose concerning Kent's leadership whenever things went awry, which may have been partly 
from scapegoating, partly from Kent's being a learner himself (i.e., he did not have "the 
answers" that people seemed to want him to have), as well as from an implicit confusion 
about the differences between the principal's job and Kent's job at the school. In addition, 
several macro concerns about organizational decisions became apparent in the analyses about 
the school's ending narratives. One concern was that the lack of experiences on the part of 
the principals put additional pressure on Kent to support the teachers in added ways (beyond 
being the facilitator of the action research program), which seemed to conflate the view of 
Kent as being the principal even though that had not been his job. He was also asked to step 
in and deal with difficult parents at times when the principals seemed confounded by the 
task. Another challenging factor pertaining to school governance was how TEC's leaders 
communicated in subtly different ways from one another with teachers about finances, which 
seemed to sometimes create additional tensions for the teachers. 
A factor that appeared as both supporting and challenging was communications with 
parents. For example, it was supporting when Kent or one of the school principals worked to 
help create clarity with parents about a student's learning needs. Teachers were quickly put 
on edge when parents complained to them, so to the extent that the principals and Kent could 
talk with parents to help them see what the teachers were doing and how they could be 
supportive of the teachers was of immense value to the teachers, even when teachers did not 
always realize it was happening. On the flip side, it was challenging when any of the school 
principals or TEC directors would unintentionally irritate parents who were already critical of 
the teachers' capacities for teaching. Although the parents who voiced the loudest objections 
seemed to get the most attention, more often than not the principals and Kent, as well as 
TEC's other directors, worked well with most of the parents, and this was evidenced over the 
last two terms of the school when teachers began to relax more about their teaching practices 
and became more creative and relaxed with students. Not surprisingly, the small handful of 
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the most "difficult" parents had left by then as well. Unfortunately, when principals and 
directors do their jobs well, it is not really measurable or even visible to those who benefit 
from it. 
Next, we come to the internal factors that influenced the teachers' capacities for 
engaging in action research and holistic practices at the school. Genuine inquiry into their 
teaching practices seemed most greatly impacted by each teacher's openness and 
vulnerability to learn. Openness was indicated by their willingness to question themselves, as 
well as to question the nature of their situation and their relationships. Closed-ended 
questions that simply implied opinions about the nature of learning or unexplored notions 
about relationships at the school did not constitute an openness to questioning. Vulnerability 
was indicated by teachers' willingness to show uncertainty, or to admit that they did not 
always know "the answers" about how to facilitate their students' learning or even how to 
interpret some behaviors. Vulnerability was also indicated by self-questioning, as well as by 
lack of defensiveness. 
The "giving" quality of each teacher's character (or personality) also mediated their 
capacities and willingness for engaging in action research. Some teachers clearly had such 
strong drives to care for and give attention to their students' needs, that it overrode any fears 
they might have had about appearing in a "bad light." They engaged in action research 
because they wanted to give of themselves to their students, and they believed that self-
development was one way to do this. In contrast, other teachers were more demanding about 
what they were giving up (their time) to the organization, rather than what they were giving 
to the students. These teachers were unable to find the time or the will to learn action 
research. 
The teachers' internal relationships with fear was another significant factor that 
impacted their capacities for learning within the action research program. Given all the 
external factors that were part of this school situation, there was understandably tension and 
anxiety about matters that were often beyond the control of teachers. This was like an 
experiment on the edge of education, and the hopes and expectations for it were high. Yet, in 
looking more closely at the nature of these tensions, anxieties, hopes, and expectations, at the 
root of them all was fear. One can intellectually seek the apparent material or psychological 
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causes of such fear: fear of the school failing, fear of losing one's job, fear of losing one's 
income, fear of not being "holistic enough," fear of not living up to the image of a holistic 
educator, fear of parents' academic expectations, fear of being dominated by an authority, 
fear of creating conflict, fear of not facing conflict, fear of not pleasing others; and the list 
goes on. However, behind all these possible causes, my interpretations of this case were that 
such "causes" were less important than the teachers' facing their fear. That is, if they were 
looking at, or trying to look at, the nature of their own fear (their concerns, their 
uncertainties, their anxieties, etc.), then they were learning about themselves and willing to 
engage in the action research. In contrast, when teachers did not look to themselves and their 
own fears (via their attention, questions, reflections, etc.), then they were more likely to 
engage in scapegoating—blaming the causes of school issues on other people, or attributing 
their lack of engagement with action research to lack of time, or to a lack of motivation. 
Thus, even though the issue of fear was not often mentioned by teachers, implicitly their 
internal relationship with fear mediated their relationship to the action research program, and 
evidence indicated that this limited their capacities for learning about their own teaching. 
Finally, according to the principles of holistic education, another supporting factor 
that needs to be noted with respect to the teachers' capacities for engaging in action research 
involves a sort of "synergistic learning." As the teachers were learning within the action 
research program, so too was Kent learning on both the level of tacit knowledge of himself 
and of the teachers, as well as lessons in accumulated knowledge about American culture. 
Similarly, as another member of the school staff, I was learning of the relationship between 
values and actions, along with lessons in friendship and the nature of close working 
relationships. While there is no particular evidence concerning the relationship between the 
teachers' learning and the learning of either Kent or myself, the fact that we were learning 
may have supported an environment, an ethos, or a consciousness for learning at the school 
that impacted and was impacted by the teachers and their learning. 
Insights. Limitations, and Transferability 
Research Question 4: Does this experience of trying to understand this particular 
program (with these particular teachers at this particular school) allow us to have 
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insights into a relationship or potential relationship between action research and 
holistic education? If so, what are these insights? 
As suggested throughout this report, the value of this case study rests in part on its 
commonness with other teachers' experiences and the extent to which the findings of this 
case are transferable by readers to other cases. It is not for me to say which aspects of this 
research will find seeds in the reflections of others for learning more about the nature of their 
own experiences. However, what allows me to make some generalizations from the 
particulars of this case to the field of holistic education at large involves my own capacities 
for learning as I was developing this case. As I saw patterns across particular teachers, which 
are evidenced throughout this study, many of these patterns were also common and important 
themes within the literature about holistic education as well as within humanistic psychology. 
Therefore, despite the uniqueness of this case, the experience of having developed this 
particular case study seems to have elucidated some general insights into a relationship or 
potential relationship between action research and holistic education. 
Firstly, action research can be useful to holistic educators by furthering both their 
accumulated knowledge about and tacit knowledge of holistic education. This includes 
learning about their own questions, reflections, and teaching practices, as well as learning 
about the nature of their own thinking and primary values in relationship to their holistic 
practices. In essence, it provides a tool so that they can learn more about themselves, which 
is fundamental to holistic education. In relation to this, by forcing teachers to be learners, 
action research creates the possibility that they will see "synergistic learning" in action, as I 
did in developing this case, and thereby become more attentive to another fundamental tenet 
of holistic education. 
Secondly, action research within holistic education is limited by the extent to which 
the environment of the teachers (as learners) creates insecurities or breeds fears that detract 
from the teachers' learning. More explicitly this case study has indicated that: 
• Learning requires some security. (When security does not exist, superficial learning 
can occur as a result of fear, internal or external, but it is usually only the acquisition 
of facts or behaviors that do not impact more "significant" learning with respect to 
who a person is.) 
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• Learning requires not knowing, which is a vulnerability. Teachers must be willing to 
admit their own uncertainties, and their inner doubts, and to really look at their own 
shortcomings as they learn to pose questions whose answers they really do not know. 
• Holistic education by its nature creates more insecurity for teachers. While other 
schools may breed fears of other sorts, holistic education demands that teachers be 
learners without any predetermined curriculum, and without even many of the 
performance-based standards that would "prove" their skills to parents or others. This 
includes becoming aware of "invisible learning" and how to facilitate it, without the 
need to "take credit" for the students' learning and development. 
• A school must do everything that it can to not add to the insecurity of teachers. 
Financial uncertainties may be a part of the life of holistic schools for some time to 
come. The extent to which administrators can minimize the financial worries and 
fears of job security for its teachers, the more its teachers can focus on learning. 
Essentially, action research can work in holistic education if and when the circumstances are 
created for holistic educators in which they feel the safety and security that they need to be 
learners in partnership with their students. Related to this, for parents to work more in 
tandem with their children and with teachers, steps need to be taken to minimize any 
insecurities that they feel about their child's safety, well-being, and future. While parental 
issues were not explicitly studied by this case, my indications from work at the school were 
that this issue may involve a great deal of "unlearning" concerning expectations about what a 
school looks like, what it does, and how classrooms "should be managed." 
Thirdly, the extent to which action research can be made useful for holistic educators 
depends also on the qualities as well as the self-development of each teacher as a learner. 
This includes the ongoing development of their openness and vulnerability to learn (in spite 
of circumstances), their capacities for giving, and their "internal communication" with 
respect to the nature of their own knowing. 
Some Broader Implications of This Research 
Beyond simply answering the research questions posed by this study, this case report 
has pointed toward the importance of tacit knowing for teachers, particularly those who are 
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trying to adopt more holistic practices. If we are to teach the whole child—with their many 
forms of intelligence and styles of learning, we must ourselves understand more fully the 
nature of knowledge, particularly knowledge that goes beyond what we can tell (in words, or 
even through music, math, dance, art, etc.). This involves educating the whole teacher, a task 
that is far more than training teachers in techniques and methods, or in content expertise 
alone; it involves a more relational and contextual understanding with respect to the learning 
needs of teachers. While research into such growing fields as emotional intelligence, multiple 
intelligences, or learning styles, can show part of the picture, much of what it indicates is 
about what teachers need to know about their students, or about themselves. This research 
has pointed out that in educating teachers, there is a more subtle and tacit form of knowing of 
the nature of things, the nature of oneself, of one's students, and of values and the whole of 
life—a far different kind of knowledge than is usually considered within most schools or 
teacher development programs. 
A friend recently explained to me that in square dancing, adults often learn in small 
groups in which two-thirds of the square dancers are extremely skilled and experienced in the 
dance, and this seems to somehow help the other one-third of the dancers who are new to it 
to "learn tacitly" (and much more quickly) what it is that they are doing. One might say that 
the "expertise of the dancers" somehow rubs off on the newcomers to the dance. When my 
nieces were small, I played many games with them, and I observed how when I focused on 
the moments of learning for all of us—what they were giving their attention to, what I was 
giving my attention to, and the space and love that echoed between us, the quality of our play 
took on a more engaged level of learning. It is this relationship between the novice learner 
(sometimes called "students") and the experienced learners (sometimes called "teachers") 
that is at the heart of holistic education. Rather than presuming that we can teach or develop 
methods for teaching with respect to primary values or the sagacious competence related to 
primary values (regarding such critical things as self-knowledge, responsibility, or freedom), 
holistic education suggests a different quality of attention needs to be given to this type of 
learning than what one gives to the learning of facts, skills, or processes. While it is still 
believed that the learning of skills such as teaching strategies or action research can serve as 
tools for holistic educators, it is also believed that attention needs to be given to such things 
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as the development of resiliency, integrity, compassion, and joi de vivre, and it appears that it 
is often the teacher's own relationship and openness within these "fields of learning" that is 
of immeasurable significance to what the student is able to learn. 
In an age when war, fear, and violence are becoming such predominant aspects of the 
culture in which we live, when schools themselves are often no longer safe places for 
students to learn, the insights of holistic education for the broader field of education are more 
important than ever, especially for teachers who yearn to reach children in more meaningful 
ways. As we come to see the impact of fear and violence within ourselves and on our own 
consciousness, holistic education suggests that there are aspects of being human and relating 
with the world through which we may begin to redefine the meaning of such ideas as power 
or strength to discover how their real sources may lie not so much in political maneuvering, 
but more within ourselves, and the vulnerability that allows us to be open to learn. 
The Future of Research in Holistic Education 
Topics within holistic education might be well thought of as wholes within wholes, 
many of which were hinted at but not studied by this case research. Three of the most 
overarching wholes that intersect with this research and that need more systematic inquiry 
are: 1) the impact of teaching practices and teacher-student relationships on students' 
acquisition of accumulated and tacit knowledge, 2) the nature of learning dyads and learning 
communities that better support the full development of teachers, and 3) the types of support 
necessary to facilitate learning in different types of holistic schools. 
This study showed how research decisions can be placed in the hands of the teachers 
(rather than researchers) to develop and explore the research questions most relevant to their 
own classroom practices or in working with particular students. Given the diversity of issues 
and themes within holistic practices and the uniqueness of each teacher and their students, 
this leaves a wide range of research projects that could be inquired into by teachers. 
Similarly, this case pointed to how other persons (even school secretaries!) can engage in 
research to support and build on the inquiries being done within a school. While this may 
require some amount of training and background in research, it is important to see that extra 
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"lenses" for examining a school or a teaching program need not always come from the 
teachers alone. 
This research also suggested that graduate students might better serve the field of holistic 
education by getting more intimately involved within holistic schools, rather than only 
studying the field from "afar." Interviews appear to take on a far deeper level of meaning 
when one is part of a school community. 
Also, action research in other schools has shown the value of collaboration as one of 
the most noted benefits of this mode of inquiry (Sagor, 1997). Due to the particular issues of 
this case, the program did not endure long enough for the teachers to learn to take greater 
advantage of the collaborative aspects of action research. In addition, there were other 
aspects of the school culture within the first year that seemed to discourage the development 
of a learning community among the teachers. Nonetheless, there were many suggestions 
about the value of "learning dyads" (one-on-one relationships, particularly with the program 
facilitator), which could be considered as a first step toward a learning community. Further 
research would need to be done about the possible "synergistic" impact of such learning 
dyads on the larger school, or learning community. 
It could be argued that if teachers are expected to create "learning communities" 
within their classrooms where their students feel safe and secure for learning that includes 
academics as well as attention to the social, emotional, and psychological development of 
students, then teachers must be exposed to and learn of what "real" community and 
collaboration means to them. Within progressive approaches to education, there has been 
much written about learning communities; however, my sense is that much of this writing 
jumps to the "how to create community" before inquiring into the nature of particular 
learners and their settings, much less has there been any rigorous research about learning 
communities within the framework of holistic schools. The fact that there have been a 
number of holistic learning communities that have flourished in the past several decades— 
even in public schools, including Central Park East and Jefferson County Open School 
(Gregory, 1993; Meier, 1995)—none of which have been well replicated seems to point to 
inherent problems in the "modeling approach" to learning communities. Simply having 
models is clearly not enough to inspire and create more holistic schools; this study has 
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implied that there are more subtle levels to learning that may also play a significant part in 
what and how learning happens within each particular learning community (for teachers, as 
well as for students, and other community members). 
Given the different kinds of learning referenced in this case report, it is reasonable to 
assume that different kinds of holistic schools with varying approaches to education will 
have different ways in which they talk about themselves and different implicit notions 
concerning the nature of teaching and learning. To develop knowledge about the kinds of 
learning that occurs in different kinds of holistic schools, research needs to begin by looking 
at the implicit notions about what learning is, and the goals of education, that are held by 
different schools. From this, more research could then be developed about the 
implementation of teacher development programs, such as this action research program, 
within different kinds of holistic schools. 
A Conclusion, For Now 
The nature of research is the accumulation of knowledge, so that we can assess what 
is known and what can be known about that which we are studying. The nature of knowledge 
is more than the accumulation of research, as it also includes tacit knowledge in relationship 
to the knower's experiences. This study has indicated that tacit knowledge is not dependent 
on the accumulation of facts, opinions, or ideas, but that it is a kind of knowledge that can be 
acquired and developed in relationship to a teacher's primary values and experiences. This 
study has also indicated that both accumulated knowledge and tacit knowledge can be 
significant to a teacher's learning of holistic education, and that the practice of action 
research can be influential on a teacher's learning in relation to both accumulated as well as 
tacit knowledge. 
What remains to be studied is a more complex understanding of tacit knowledge, and 
how it develops differently from the acquisition of accumulated knowledge. While this study 
has provided hints about its development in relationship to the learners (their internal 
qualities and self-development, their experiences, and their relationships with others), there 
appears to be much that could still be knowable about this field, by individual teachers in 
relationship to their own experiences as well as by the field at large. Although holistic 
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education presumes an importance of "that which can be known but not told" (Polanyi's 
"tacit knowing"), it is important to push the boundaries of accumulated knowledge in so 
much as it helps us develop a clearer view of what is "tellable" and what is knowable, so that 
we do not confuse the unknown or the unknowable with lack of knowledge. 
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AFTERWORD 
As this story draws to a close, there are still stories within stories that have not been 
explored. One aspect of tacit knowledge that became quite important in lieu not only of the 
fears being faced but also in lieu of the actualities that happened with the school's closing 
was the capacity for resilience: being able to make good judgments in difficult 
circumstances. Whether the teachers developed resilience as part of their work with Educaré, 
or they came with this capacity already well developed, their next steps seemed to show 
clearly their capacities for resilience. As I moved away from Cascade County in December 
2002, the teachers were each looking closely at their options and reflecting upon their 
priorities, and they seemed to find ways to re-establish themselves in the midst of a difficult 
situation. For one reason or another, they all decided to stay in Cascade County, which is a 
very lovely place to live. Although teaching jobs were scarce in the county, they would rather 
make their homes there (at least for the time being) than to follow the school to its new 
location. After a year of looking at issues in themselves and in relation to students, each 
teacher seemed, to me, to be a little bit different—perhaps a little more courageous, more 
outwardly caring, more careful with their words, more aware of children and the impact that 
their own consciousness has on the lives of children. Of course, one can always see what one 
wants to see, but in conversations with three out of five of these participating teachers in 
November-December of 2002, they themselves claimed that yes, they had learned more 
about these inward and relational things that they valued. 
Creating New Lives After Their Experiences with Educaré 
For a final participant check with Frank and Chuck, as they had both recently been 
laid off, I did not want to pressure them to participate; however, I suspected that they might 
want to offer their perspectives because they had been helpful in this way when I interviewed 
them last spring. So, I wrote them both an e-mail and offered to take them to dinner (or to 
give them $20 so that they could treat themselves) in appreciation of their time if they would 
please review Chapter 4. Frank responded first, gave me his address, and asked me to drop it 
off in his mailbox as he was in and out of town a lot. On a sunny afternoon, I drove over to 
his little house—it was out in the open (no shade trees or wooded areas, which were common 
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for the most of the county), with several little trailers around it, giving the semblance of some 
sort of "community." We did not talk much then and my impression was that he was still 
deciding what to do next with his life. I saw him again one night at a folk music performance 
just before I moved, and he was considering ways to pursue his other passions in health, 
world tribal music, or alternative housing. 
As for Chuck, after several years as a teacher, he too decided that he was ready to 
give something else a try. A few days after sending the email inquiry to him about a final 
participant check, he replied about how he was not checking his email too often because 
being a "blue collar worker" now he had little need of the Internet anymore. He seemed in 
good spirits, when I spoke with him briefly one day. Having anticipated the potential ending 
of his work at Educaré, he had already taken on a night job teaching shop classes at a local 
community college. After being laid off, he also took on the challenge of starting his own 
business in building cabinets and custom furniture. 
Sarah's story was a nice surprise, demonstrating more of how she had been learning 
about independence and developing resilience (as well as persistence). After leaving 
Educaré, she had spent the summer working with students in a public summer school setting, 
which confirmed for her how much her heart just was not in the public schools—they were 
too regimented. Previously, she had never understood what seemed "off about the public 
schools, but now she claimed that from her readings of Krishnamurti she could "just see it." 
So, she took a landscaping job for a while to re-examine her priorities. She decided that by 
her 30th birthday (in August), she wanted to own a home. Through persistence with local 
realtors, she found a little "fixer-upper" house in the highlands near Tahoe where she most 
wanted to live, and she was able to get a good deal on it. The house had not been lived in for 
15 years, so it was a big project, but she decided that this was where she most wanted to be 
and it was a place that she needed to make her own. 
That same month, Sarah also secured a position as the Director of a Head Start 
program in the area. They wanted her to help "revitalize" some teachers with 30-years of 
experience (her coming in with only a few), and she started bringing Krishnamurti to their 
morning meetings, which she claims really helped them to see why they had come into 
education in the first place. As she talked about this Head Start program, she described it as 
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an opportunity to use the action research skills that she had begun to develop while at 
Educaré. She discussed the essence of Head Start's "High Scope" program, where they were 
arranging pre-K and kindergarten classrooms to be child-centered with a goal of the child 
becoming less reliant on adults and more reliant on themselves. The adult's role in the 
classroom is to "observe" and from those observations design learning interventions for each 
child. They even had a computer program to help them to make decisions about each 
observation and the aspect of child development to which it seemed to relate. When 
interviewing for the job and hearing about this process, she had exclaimed, "That's action 
research!" and seemed quite confident in working within this now familiar framework. When 
I last spoke with her, she was still thinking about returning to graduate school as well. 
As for Megan, despite her being laid off, she and her fiancé decided to go ahead and 
purchase the home that they wanted in Cascade County. Over the course of her final term at 
Educaré, she had developed such a good relationship with a ten-year-old girl, who seemed to 
learn well one-on-one, and (after a suggestion by Kent) the girl's parents invited Megan to 
take on the position of personal tutor for the remainder of the school year. Megan was a bit 
concerned about this, having never been self-employed and not knowing any of the logistics 
involved with such a pursuit ("what will I do about insurance, and taxes?"), but she decided 
to give it a try anyway. Later, I found out that she was balancing that part-time work by 
helping her fiancé with getting a small landscaping business started as well. 
Douglas considered moving along with the new school, but being in the midst of a 
divorce, it would not have worked out well to move from Cascade County. While he 
considered some teaching jobs in a nearby county, he was settling towards taking on an 
entrepreneurial venture to make some better-than-average income for awhile. I went and saw 
him perform with a local wind ensemble one night before I moved, and he seemed to have 
found a home with the musicians there as well. With his keen intellect and developing 
sensitivity to the lives of children, I am sure that he will find something to suit his life and his 
young son's as well. For the time being, they were settling for a local charter school whose 
core philosophy was the integration of the arts with academics, though having a rather 
standard approach to relationships with students (according to Douglas). Although not all 
parents opted for the public "arts-based" charter (a few placed their children in the Waldorf 
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charter, others went to a small "spiritually-based" school nearby, while still others returned to 
homeschooling or sought private tutoring or other combinations of options), Douglas saw it 
as best for his son who showed strong interests in music and drama. After making that 
decision in October, he shared stories over lunch in the weeks that followed which 
demonstrated that both he and his son were less than satisfied with this more standard and 
"regimented" approach to education. 
As for Kent, he moved on to work in a large metropolitan area with more educators 
and more families, to be another voice in the still relatively unknown field of holistic 
education. His task now is fund-raising, for which he seems to have a knack, so that when he 
starts another holistic school, it will be financially more stable for the security of its 
employees. While there is no "sure thing" in anything that seems worth doing, adding a bit 
more security to the early years of a holistic school appears helpful in nourishing the 
creativity of its teachers. Meanwhile, the other departments of Educaré have formed their 
own organizations as well, and seem to be finding ways to continue reinvigorating their 
practices and their learning. 
As for me, this has been a learning experience unlike any that I ever expected, which 
I suppose is the best way to really learn. How can you learn something new if you already 
know what to expect? While Cascade County was nice for awhile, there seems to be 
something about the nature of, and need for, diversity in my own life that calls me to more 
populated areas. So, I have moved to Portland, Oregon, where I will continue my work with 
Paths of Learning, as I make further inquiries into the nature of holistic education and my 
own self development, intending to learn more firsthand about being a teacher. Colleagues in 
higher education continue to ask about my desire to work in a university setting, and my 
response is that I am learning so much by being "outside" of traditional academic settings 
that staying in holistic education and the small non-profit sector seems much better suited for 
my own personal development. 
- Robin Ann Martin, March 2003 
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APPENDIX A. CONCERNS AND ISSUES OF DISCREPANCY 
Profile of Foothill High School 
About six months prior to the Educaré teachers being introduced to action research, a 
small group of six teachers (five full-time, one part-time) at Foothill High School (FHS) were 
also introduced to the program. None of the FHS teachers choose to engage in this program, 
and less than two months later, FHS itself closed as a school, for reasons that are beyond the 
scope of this report. However, if we were to now overlay the discussion of fear, insecurities, 
and their implications on teaching and learning from the Educaré case that I learned in 
retrospect, it is not surprising that the FHS teachers were unmotivated to learn more than 
what the particulars of their own insecure situation presented them. 
When asked to describe "your school and the challenges moving into this year," Liz 
Wagner, the head of this small boarding school, responded at length. She began with an 
overview of the school, its history and philosophy across its 38 years of existence, expressing 
that "Certainly, all of that history combines to define the challenges that we're walking into 
for this year." For the upcoming year, Liz saw the challenges at her school as including the 
campus's physical deterioration, and the interaction between finances and enrollment needs 
for a private school. She gave particular attention to issues surrounding a fundamental 
curricular shift toward a systems model based on social, emotional, and integrated learning 
(Clark, 1997; Kessler, 2000). She was especially concerned about a deepening awareness of 
teaching and learning. 
With these concerns in mind, Liz invited Kent to conduct a two-day presentation 
about the Educaré action research program for her new teachers during a teacher institute 
prior to the beginning of the FHS school year in August 2001. Later it was discovered that 
Liz had thought it was going to be more of a hands-on workshop, while Kent had seen it as 
presenting an overview of action research and holistic education, a difference in expectations 
that really conflated the diversity of follow-up interpretations. 
Program Feedback 
Initially, I wrote up the FHS case as an analysis of common themes and issues that 
participants identified as significant to their participation in the two-day presentation and 
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why they chose not to engage in the full program. The intention was to use this case in 
providing context for addressing the research question concerning external and internal 
factors that challenge and/or support teachers' abilities to engage in both action research and 
holistic practices. In this case, however, these were factors that challenged teachers' 
willingness to choose to engage in such a program in the first place, as well as matters which 
foreshadowed issues that were to arise in The Educaré School case as well. 
The descriptions and analysis from the preliminary case pointed toward a complex of 
various understandings about Educaré's Teacher Development Program. On the surface, it 
appeared that teacher concerns focused primarily on Kent's style and delivery of the content 
(through a lecture format); however, my analysis showed four themes that impacted one 
another with multiple layers of understanding within each theme. Firstly, varied 
understandings were revealed about the content covered and how holistic education was 
connected (or not) with teachers' expectations for progressive teaching methodologies. 
Secondly, concerns were expressed about the delivery method being at odds with teachers' 
notions of holistic education. Thirdly, intervening school issues of time constraints and 
curricular concerns conflated teachers' anxieties about the year ahead. Fourthly, relational 
issues of a staff that was new to the school and a leader that was new to leadership with that 
staff complexified the entire situation. 
Creating an Agenda Concerning Differences 
The intention of this "agenda" is to outline issues and concerns that other facilitators 
and researchers may wish to consider when entering into an action research program 
designed for holistic education. There were a number of concerns and points of difference 
between myself and Liz about the program as it was introduced at her school, and the issues 
and/or questions that emerged from these concerns were narrowed down and grouped into 
nine categories that seemed to be our primary points of discrepancy. (Discussions of two 
categories were removed as seeming only relevant to the interactions between FHS, Educaré, 
and myself as the researcher; these were communication issues and researcher/participant 
biases that were particular to this preliminary case and used to help me pay attention to my 
biases in the case that followed.) For each point in this agenda, I examined the initiator's 
expressed concerns, counterpoints about those views, and other issues that could be relevant 
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to holistic educators who are considering research (action research or case research) as an 
aspect of their teacher development programs. 
(1) Concerns about Causes of the Program Not Being Accepted at FHS 
Based on two days of observations and follow-up interviews with five teachers as 
well as Liz and Kent, I identified several issues that may have precipitated the program not 
taking hold at FHS. In brief, these included: (a) differing expectations between teachers and 
the program facilitator regarding content and method for the program, (b) time being poorly 
structured such that the teachers were not yet oriented to the school setting prior to this 
program, and (c) leadership that was unable or unready to handle some negative attitudes 
harbored by teachers. 
Upon reading my original report, Liz cited evidence to indicate other primary factors 
for the program not taking hold. Her explanations focused on the program director and 
interpretations of his actions: (a) "how [Kent] was 'being' and what he was 'doing' was at 
odds with the content of what he was saying," (b) there were not enough application or 
experiential learning activities, and (c) "[Kent] failed, in my view, to engage the teachers on 
a relational level." Although the teachers had presented a range of perspectives and views 
about the quality of Kent's presentation and had been more apt to cite reasons related to 
school dynamics as the primary reason they did not participate in the program, Liz choose to 
defend the few perspectives that were particularly critical of Kent. When I noted that the two 
teachers whose views were most affirming with hers on these matters were also the two 
whose relational patterns seemed most questionable and who seemed most interested in their 
own ideas and thus not open to learning, this seemed understandably to evoke defensiveness 
from Liz. In fact, Liz was near to firing one of these teachers had the school not closed 
because of how he "continually undercut anyone else's leadership or initiative." 
Her advocacy for a particular viewpoint and against the alternative interpretations that 
I offered suggested some of the following questions for the development of future cases: 
• How open are participants (including myself as the researcher) to advancing the 
sophistication of arguments and issues raised by others? Could greater openness to 
inquiry be facilitated? 
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• How important is it that a case report give causal interpretations of a program's lack 
of acceptance or integration within a school? Should it be done at the expense of 
alienating participants who do not agree? 
• Could the use of responsive focusing and hermeneutic circles (Fourth Generation 
tools) help to advance participant interpretations in a different way so that there is 
opportunity for approaching consensus? How important is consensus? 
Fourth Generation tools were not used in this preliminary case due to the fact that all 
participants chose not to participate in the program under study, making it problematic to 
conduct circles of inquiry due to participants not having any stake in the program. 
(2) Concerns about Content and Methodology Issues 
In facilitating a program about holistic education, concerns were raised about how an 
introductory program should be presented to teachers. Unresolved questions included: 
• What is the role of content in determining appropriate methodology for presenting 
new tools to teachers in holistic education? 
• Can action research be introduced in a way that lessens the amount of intellectual 
discussion involved? 
• What is the appropriate role of dissatisfied (restless, fearful) teachers in determining 
the methodology for presenting new content to them? 
• How appropriate is it to present information about holistic education in a non-
experiential format? 
While Liz had certain views about the answers to these questions, Kent maintained other 
views. In some ways, it seemed the answers to the questions were resolved privately by each 
of them, while showing no agreement toward anything common for holistic education. This 
supports the interpretation that holistic education can and is viewed from many different 
lenses by the educators and leaders who practice it, and one's relationship to the questions 
may be more important than any particular answers. 
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(3) Concerns about Relational Issues 
For observing facilitators on topics in holistic education, issues arose regarding the 
disagreement about what it meant to be "relational" with participants. As the 
researcher/participant relationship was on rocky ground, I was unable to establish openness 
to questions about the meaning of "being qualities" and "relational issues" that were used by 
Liz, so that there could be an exploration into how these phrases might mean quite different 
things to different leaders. Related to this was the importance of determining whose views 
and what evidence is most reliable and worthy of consideration. Are there some views that 
are less well-reasoned than others that do not merit as much weight in analysis? Who is to 
say which views these are? As a researcher, I felt obliged to point out that some perspectives 
did warrant greater weight than others, and my biases were directly related to my views about 
and knowledge of holistic education. (Is it a bias when one holds values that are clearly 
stated and reasons for inquiring in particular directions are given?) 
(4) Concerns about Leadership 
For a holistic education program whose philosophy may be more subtle and difficult 
to grasp than methodological issues with which teachers may be most accustomed, it 
appeared that the leader's relationship to the teachers was as important as the program 
facilitator's relationship to the teachers. Questions raised from unresolved concerns about 
this area include: 
• In what ways do a school leader's relations with teachers impact the teachers' 
perceptions and their acceptance of a new program? 
• How can a program facilitator interact with school leaders to better ensure the 
openness of teachers as they consider a new tool for learning? 
According to The Educaré School case, the answer to the latter issue may reside in 
developing the tacit knowledge of leaders (via relationships and self development), while 
also acting to minimize the fears inherent in the learning situation. 
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(5) Issues about Indoctrination and Uncovering Limiting Beliefs in Teaching 
Another issue revealed by Liz's responses to my initial case report related to 
developing and refining an understanding between seeing participants' resistance and 
noticing their openness to struggles with indoctrination. For example, one teacher after 
hearing Kent's ideas about engaging students in choices about their own learning said in all 
frankness, "I'm really reluctant to give students that much power." After reading this in my 
report, Liz exclaimed: 
This is really important! As they explore the issues around power and 
authority and how it relates to learning they are uncovering their own 
indoctrination as students and teachers. I thought that that process of 
"uncovering" beliefs, attitudes and perceptions is what action research was all 
about! (Participant check, January 2002) 
Action research is a tool by which teachers may (or may not) notice and uncover their own 
limiting beliefs. Whether and how facilitators chose to point out personal issues to teachers 
while they are learning about action research is actually a different topic from action 
research. Kent's style was to let teachers learn through their own research, and not to work 
out issues of indoctrination by trying to reason through them with teachers, which he felt 
could lead to a great deal of narcissism (or "navel gazing") when too much attention is put on 
the teachers' personal issues. 
Nonetheless, Liz raised the complex issue about uncovering indoctrinated beliefs as 
part of the entry into holistic approaches to education. What is the tacit knowledge that needs 
to be acquired for a facilitator to know when to draw attention to old or limiting beliefs, 
versus when to leave it in the hands of the learners' own pace for acquiring tacit knowledge 
of their beliefs? Based on my experiences at Educaré and further readings into humanistic 
psychology, it appears that this relates to the development of good judgment, a complex 
competence involving both accumulated skills as well as tacit knowledge of oneself and 
others. Action research in and of itself does not seem to lead necessarily to the questioning of 
one's indoctrination or to the development of good judgment, unless one's own questions, 
reflections, and relationships move a teacher/researcher in that direction. 
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(6) Issues of Clarifying Terminology 
Embedded in the differing views arising from this case was a lack of clarity about 
certain terms, such as progressive versus holistic, being/doing, and relationships, as well as 
about the time and purposes suited for experiential learning activities. With respect to this 
matter, Liz added that: 
I also see that there were many undefined terms hopping about - "progressive 
education," "holistic education," "experiential education" - all used fairly 
interchangeably. It may be useful to clarify some of these terms before 
proceeding with an introductory session. (Participant check, January 2002) 
While some holistic educators would likely maintain that such understandings need to be 
developed through the acquisition of tacit knowledge and then defined later, other holistic 
educators may advocate discussions and readings for helping one learn about terms. 
Difficulties arise when some teachers have developed an understanding and can relate with 
the distinctions between words in a certain way, while other teachers think that they 
understand words and jump to conclusions without really seeing the precision and meaning 
behind the words. 
(7) Issues of Content Difficulty 
Another lesser point of discrepancy that arose from this preliminary case report was 
an issue of difficulty level in understanding holistic education. In my original case report, I 
claimed that understanding some of the subtle yet profound differences between teaching 
students through curriculum versus facilitating meaningful experiences seemed to be a leap 
in understanding that few are able to make. Liz disagreed with me on this issue, stating: 
My experience does not bear this out. I find that many people are quite eager 
for this leap and can make it with very little difficulty. Look at the rise in 
"unschooling" homeschoolers! I have met many many families and educators 
with a deep understanding of facilitating meaningful experiences for children 
and the distinction between that and teaching students through "curriculum." 
From my perspective, I had heard of many schools and programs that start out with these 
ideals but which either go under, or that are subverted by other goals. While some 
"unschoolers" and alternative educators have meaningful learning experiences, more has 
been written about their ideals and visions than about the actualities of facilitating 
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meaningful learning. Since the last publication of "Freedom to Learn" (Rogers & Freiberg, 
1994), I have seen relatively few expressions that describe facilitating in a way that develops 
the understanding rather than just advocating the ideals. 
Now, in retrospect, I can see that Liz and I may have each had different connotations 
that we attached to the word "understanding." The primary issue is that teachers and parents 
seem to come to more or less holistic understandings of education with varying levels of 
difficulty. This relates to issues from the Educaré School case about fears and instabilities, 
which appear quite differently (internally and externally) for each person. This also raises the 
question of how does one know when one really "understands" something? This is where 
developing more clarity around the differences between accumulated knowledge about 
learning and tacit knowledge o/learning may be helpful. 
(81 Issues on Cooperative Games in Holistic Education 
There were several differing views on the role of games for teacher development. 
Basically, Kent was surprised by the FUS teachers' use of games for which he saw no clear 
purpose, and Liz was affronted that Kent did not take the time to get to know their school 
culture better before forming such an opinion. It may have been that their tacit knowledge 
about games and learning were much different. Such differences could point to questions for 
exploring school cultures more carefully, such as: 
• How does one know when games are mature versus immature (or authentic or 
relational, etc.), versus when are we simply forming uninformed opinions about 
games? 
• What tacit knowledge is required for seeing into different kinds of games more 
clearly? 
When one understands the tacit knowledge involved with the use of games in holistic 
education, the games need not be used randomly but can be carefully selected so as not to 
deflect from other foci in learning. Often, in traditional education, games are selected based 
on what they can teach (ice breakers, social learning, etc.), yet from the perspective of 
holistic education there are additional layers of questions that can be investigated about the 
needs of the learners in relationship to the games. 
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(9) Issues on Seeing the Whole Picture 
As one of her final critiques, Liz suggested that it may be more useful to both the 
Educaré Teacher Development Program and this research: 
to widen the view away from the problematic aspects of the teachers or 
myself (while not denying that there were some). You and [Kent] can't do 
anything about me or the staff here, but a deep analysis of the facilitator's 
approach may indeed help both [Educaré] and the TDP. (Participant check, 
February 2002) 
Unfortunately, I did not know how to separate the study of the action research program from 
a study of the school, other than by developing multiple cases. As a researcher, I was 
interested in inquiry for deepening views about a particular program at a particular school, 
not in making program evaluations. I viewed Kent as his own free agent to inquire into his 
approaches for improving the teacher development program. My primary task as the case 
reporter was to look at multiple issues and perspectives as completely as possible and how 
they were influencing the program. 
Just as Liz was pointing out the difficulty of problematizing her school's issues, so 
too was there a difficulty in problematizing the program's issues. How does one really study 
another person's approach to facilitating? If I had made that my focus, I could have 
concluded, "Kent, you are doing too much of this, or not enough of that," which presumes 
that one can get better "results" by just accumulating and analyzing the right data from the 
right perspective to make some changes, to "fix" something as if it were broken. 
In fact, as Liz pointed out, I did take a "problematic" perspective in my analysis of 
this FHS case, and it was not until much later that it occurred to me that there was nothing to 
be fixed. If a bird sings a song and a person walks away from it, does that mean that the 
bird's song was bad or needed to be done better? If teachers are facing fears and insecurities 
and do not enroll in an action research program, or even if a school goes under, does that 
mean it was bad or needed to be done "better"? Perhaps, from a holistic perspective, it means 
the leaders were not seeing the whole of what needed to be done to facilitate the teachers' 
learning, the parents' learning, and/or the students' learning, which may have to do with 
financial constraints or with leadership within holistic education, or both. 
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Then, if the answer does relate with leadership, the question of "how can we do this 
better?" is a moot question that seeks answers rather than deeper inquiries. For holistic 
education, it is really a question of tacit knowledge of oneself in relation to others. The extent 
to which research can assist those involved (including the participants as well as the 
researcher and the readers of research) may be in its capacities for noticing more of a 
situation's underlying issues, and looking beyond the particulars of what a teacher or 
facilitator is doing. 
246 
APPENDIX B. CODES FOR ANALYZING PROGRAM 
Group 1. Teachers' Self-Development. 
Indicators about the acquisition of tacit knowledge and related elements of holistic 
education. Look for two types of indicators: a) teachers' acknowledgement of what they see 
themselves learning as attributed to TDP, and b) implied acquisition of a competence (or tacit 
knowledge). 
For this grouping, I also drew on the writings and frameworks of several holistic 
education authors, particularly Forbes (1999), though eventually I discovered that by trying 
to rely too much on these frameworks, I would sometimes try to force my own learning into 
the theories of others, which made my analysis and writing about it seem more skewed and 
awkward than it needed to be. It was only after I stepped completely away from these codes 
for a few months that I was then able to make more of my own analysis and interpretations. 
Nonetheless, they may still be helpful gateways into analysis and interpretation of tacit 
knowledge and its acquisition in holistic education. 
• Good judgment - subtle and complex relationship with world, involving comprehensive 
values as well as resiliency (ability to make good judgments in bad circumstances). 
• Freedom from - psychological freedom from authority, from biases, from opinions 
(including one's own), from destructive conditioning, etc. 
• Refining values - the discovery of primary or secondary values within oneself. 
• Meta learning - knowledge of learning processes and inherent motivation. 
• Social ability - understanding of "being in society but not of it" (not social skills). 
• Experiential knowledge - knowledge acquired from experience, especially as stemming 
from internally motivated learning. 
• Notions ofJJltimacy Indicated - ideas or understandings that indicate what a person 
considers to be the most important aspects of being human. 
• Notions ofJJltimacy Discussed - comments that reflects on topic of Ultimacy as part 
of the school's philosophy. 
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Group 2. Notions or Viewpoints Relevant to Developing an Understanding of Holistic 
Education and Related Teaching Practices. 
This group of codes includes some that were the most useful to me in looking into the 
beliefs of participants, which sometimes hinted at clues about their tacit knowledge. 
• Notions of^childhood - meaning schemes indicated about childhood, children's 
perceptions, or child development issues. 
• Notions ofjearning - meaning schemes indicated about how learning is perceived. 
• Notions of^teaching - meaning schemes indicated about what teaching means. 
• Teacher as learner - views or practices in which the teacher describes own self as a 
learner. 
• Motivations discussed - when a participant remarks about reasons for participating in 
something, or understandings about the motivations of others. 
• Vulnerability to learn - views discussing or examples showing the necessity of being 
vulnerable as a prerequisite for being able to learn (as far as "significant learning" goes, 
that is the acquisition of tacit knowledge concerning primary values). 
• Learning as j)lay - views about the significance of play for children's learning. 
• Notions of^academics - views often related to switching from performance-based to 
competence-based understandings of academics and how they are integrated within the 
whole of learning and development. 
• Education goals noted - when goals other than Ultimacy are discussed or implied. (I 
coded the goals related to Ultimacy within the prior group; although they could probably 
be coded in this group too, I did not find it necessary). 
• Notions of^Now - indicators of how the present time is being perceived, or discussions 
about how it is conceived of. (Note: I did not actually use this code in this study. 
Informally I looked for it, and it occurred to me later as something that could be coded 
and analyzed in studies about holistic education.) 
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Group 3. Focus and Frameworks for Responding to Questions 
This group of codes was helpful in considering what kinds of descriptions each 
participant had tended toward in different situations. 
• Self-description - participant comment that describes themselves in an observational, 
critical, or interpretive way. 
• Student description - descriptive comment that demonstrates how teacher was viewing 
student(s) in context of learning about own teaching. 
• Teacher description - descriptive comment that demonstrates how Kent was viewing 
teachers in context of learning about their own teaching, or how teachers may have 
described other teachers (not themselves). 
• Facilitator description - descriptive comment that demonstrates how teachers were 
viewing Kent, or how they thought other teachers were viewing Kent. 
• Others description - descriptive comment that demonstrates how participant was 
viewing parents or other organizational members. 
• Researcher description - descriptive comment of how participants were viewing me. 
• Program description - comment that describes, critiques, or evaluates the action 
research program. 
• School description - comment that gives descriptive summary of happenings at that 
school that anyone perceived as relevant to teacher development (not necessarily the 
person making the comment, as people would sometimes describe the ideas of others). 
• Organization description - comment about The Educaré Center at large. (Note: It 
occurs to me that if one were studying public education, the "organization" level would 
be the school district.) 
• Relationships noted - comment that reflects a consideration of relationships between or 
among program facilitators, teachers, students, parents, self, or others, as well as relations 
among different issues. 
• Future - something related to a future expectation (hopes, fears, etc.) for self, for others, 
or for program, school, or organization. 
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Group 4. Views on Action Research [AR] or Related Program Issues 
Note: I did not do much analysis with this group; it was used more for summaries and 
as a cross-reference for finding quotations needed, references, etc. 
AR effort - comment that explicitly indicates how much effort a teacher was really putting 
into his or her action research. [After coding 2 interviews, it appears that teachers do not 
comment on this so much but that it is indicated by the 4-3 and 4-4 comments.] 
AR subtleties - comment that indicates the extent to which teacher was beginning to notice 
any subtleties about their own learning with action research. 
AR methods - discussions of participants' claims, concerns, or issues about the use of AR 
methodologies. 
AR_process - comment that describes teacher's own applications of AR project. 
AR misunderstood - comment that demonstrates some misunderstanding about the nature, 
purpose, or methodologies of AR. 
AR difficulty - comment that reflects a difficulty (concern or issue) that may have kept 
teacher from using AR more extensively in classroom. 
Teacher as researcher - comment that reflects an understanding of oneself or the other 
teachers in their research capacity (TR = teacher researcher). May subdivide this code into: 
TR questions - particular issues related to teacher's developing research questions, 
or seeing oneself as the question asker. 
TR as observer - comments that reflect understanding of the teacher as an observer 
of self, students, or classroom. 
TR data analysis - particular issues related to a teacher's data analysis. 
Note: With respect to the final three codes, in formulating these codes I noticed an implicit 
pattern: Teachers would sometimes speak of themselves as observers in their classroom, but 
it was much more rare that they spoke of themselves as questioners or data analyzers within 
the context of talking about action research. 
250 
APPENDIX C. SUMMARY OF ACTION RESEARCH 
PROGRAM THEMES 
(Prepared for research participants. Last revised: November 11, 2002) 
Introductory Comments 
This summary report was compiled by adding follow-up reflections about the action 
research program, and pairing down the 12-page summary (Agenda 2.0) that was given to 
teachers after the first round of interviews in the early summer. Please review this report 
carefully as it is completely revised from the original one. 
After reviewing the original 14 concerns (negative assertions regarding the program), 
11 claims (positive assertions regarding the program), and 22 other issues that were 
perceived as relevant (matters that were neither positive or negative but about which 
reasonable persons might disagree), I edited those down to include only the ones that two or 
more participants remarked about. Although singular participant comments have been 
removed from this summary, rest assured that I will be tying them into other aspects of the 
case report as a whole. 
In addition to teachers, I now include both Kent (as the program facilitator) and my 
academic adviser as "stakeholders" whose perspectives are being folded in. The only issues 
raised by my advisor, who represents an informed "outside" perspective and distinct "stake 
holding" group, were about my case reporting. 
Also, I used my own judgment to delete a few points that seemed tangential. 
Essentially, one or another teacher had brought up a point early in the interviewing process 
and others elaborated on it only because I asked about it (as part of the research process), but 
in retrospect it seemed tangential to the core research questions and program being studied, 
and no other participant brought it up on their own. 
In the final "circle" of interviews, I will only consult the three persons remaining in 
the program (Douglas, Megan, and Kent - the pseudonyms by which you will be referred 
from here out). The two primary questions that I ask you to consider with respect to this 
summary are: 
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1.) How well do you feel that the claims, concerns, and issues summarized in this 
report are reflective of what was discovered by participants about the uses of 
action research at your school? (accuracy and internal validity) 
2.) How well do you feel these claims, concerns, and issues reflect any change in 
your teaching practice toward making it more or less holistic? (assessment of 
program intentions) 
In the body of this summary you will also find some secondary questions as well. 
Notations Used (how I coded this document to make it easier to read) 
Headers in bold indicate topics and themes, and italicized notes in brackets are my 
"codes" for each point, which is often based on a participant's phrasing that seemed to best 
capture the essence of what was being communicated. Please let me know if these codes ever 
do not seem reflective of a core point as you see it. Each number represents a particular 
theme, with numbers having no particular meaning in themselves, other than helping to keep 
each idea written up and coded in a semi-organized fashion. Highlights indicate 
miscellaneous follow-up questions for participants. 
Questions about the Development Program 
The initial question/issue: Can this teacher development program make use of action 
research to assist elementary school teachers in their holistic approaches to teaching? If so, 
how? The first agenda of questions for beginning to get at this issue were: 
0. What have been your experiences (positive or negative) with beginning action research? 
(warm-up question to give me some of each teacher's context) 
1. What are your concerns about limitations that you've noticed so far about this teacher 
development program for your learning to use action research in your classroom? 
2. What are your claims with respect to positive assertions about this teacher development 
program and the value of action research in your classroom? 
3. What other issues do you feel are important to consider in implementing action research 
in your classroom? 
4. Do you have any concerns or questions about my research, the questions that I'm asking, 
or how I'm interacting with teachers on these issues? If so, what? 
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5. (Responses to previous teachers' reflections.) 
I did not give anyone the questions ahead of time primarily because I wanted your "first 
take" and hopefully your most candid responses to each question. Coding evolved as each 
interview was completed, transcribed, and analyzed. I gave you each the transcript of your 
individual interviews so that you would have the same information as me and thus the power 
to review the raw data and (re)formulate your own interpretations if you wished. Reviewing 
transcripts sometimes allows you to see things that you may not have noticed at first. 
Concerns of Participants (about Action Research Processes) 
[Concerns = negative assertions about the AR development program] 
Theme: Trying out AR processes for teachers who are new to it. 
1.1 [Difficulty with the AR steps.] 
Two teachers felt that the sequencing of the AR steps was a concern, with one 
emphasizing, "I would say it was definitely difficult to try to remember all that information. 
But, it helped that [Kent] was meeting with us and kind of keeping us on track too." A third 
teacher didn't feel that the sequencing was such an issue but explained, "Action research is a 
tremendously subtle tool. Because of that, it takes a while to learn to use it. Because it is 
subtle, it's going to take a different kind of effort to make it click." 
One participant later made this analogy, "I think action research is in itself very 
interesting because it is very simple, and yet complex, as opposed to complicated. In a sense, 
it's almost like a dance step which is simple to explain to somebody, but difficult to do with 
elegance and grace and a sense of naturalness." Kent explained how he had worked the 
program with past participants by taking one area at a time, which he thinks works better: 
So, for instance, developing an area of concern, focus, and question.. .they work on 
that, and they work on it together, and they work on it with me until that becomes 
somehow a bit more familiar. Then, they go into planning an intervention, and they 
get some experience with that. Then, we go over the whole data collection and the 
different forms of data collection, and they become more familiar with that. And then, 
we go into the analysis of that data and structured reflections. By giving people time 
to digest each part well, I think that adds to the understanding of how this is really 
achieved. (Interview 9/5/02) 
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However, for this program, Kent presented the entire action research process in one week, 
which he thought "becomes too much to take in.. .simply because they hadn't had a chance to 
digest all this." 
So, whether it is with an analogy of dance or digestion, there seems to be some 
agreement that although action research may seem straightforward on the surface, it actually 
has many subtleties that made it challenging for the Educaré teachers to learn. What might be 
debatable was whether that was a "negative aspect" of the program, or simply a necessary yet 
challenging issue. Kent later added, "In view of the fact that teacher development is only a 
week long with no time until the next term, the scheduling was a 'necessary evil' - no real 
choice in the matter." 
1.2 [Pacing and focus concerns seem to make AR difficult] 
Early in the teaching interviews, it was expressed: "The pace of my room is 
challenging in that it isn't often that I have a moment to actually open a notebook and sit 
down, and bring my mind to a clear space or breath, and just observe..." While some others 
agreed with this, there were differing perspectives. Two teachers pointed to improving their 
note-taking as the more important issue, and two saw the age of students as relevant to this 
issue: "I can see that with the younger groups especially because they are so intensive. You 
have to be in the now-moment.. .you have to respond." 
Another participant disagreed completely with this concern, explaining that all good 
teachers need to be observant. An analogy was provided of people who are good in crisis 
situations: 
If you're in an airplane, and it's beginning to fall out of the sky, do you want to have 
a pilot who's going, 'Oh, no, there's too much happening, what can I do? This is 
terrible,' and they're reacting to all this. Or, do you want a pilot who's just very 
calmly saying, 'Okay, what's happening here? What knob can I pull? What flip-
switch can I flip? What dial can I twiddle?' You're wanting someone who's just 
looking. And there is no excuse EVER for not observing. There might be reasons, but 
they're not excuses. And to say that a teacher with a class of how many? [Robin: 
Three, four, or five students at most] is too busy to observe? That's non-sense. 
As for the issue of being in the now-moment, another person argued that if someone 
is really present in a situation, they will notice the details and remember them, so writing 
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some notes down afterwards should not be a problem. It comes down then to the issue of 
some teachers who were insisting on taking notes only during class, and Kent claims that he 
was "very clear that you make a few little notes in the classroom to help you make fuller 
notes afterwards, but that really most of your note-taking should be done outside of class." 
This then becomes a timing issue, which is discussed under Issue 3.5. 
1.3 [Note-taking distractions] 
".. .Looking back at my notes there's distractions that are happening while I'm trying 
to take these notes..." Another teacher pointed out that "Sometimes those distractions can be 
a kind of interesting way of studying something that's going on in the classroom..." Others 
generally agreed. One teacher also pointed out that distractions are part of the nature of being 
a teacher and "that time is compressed about five times more than [when] you're doing 
anything outside where the kids are not involved," which then also moved into a discussion 
about time issues (again, see Issue 3.5). [Follow-up question: Do you think this is really a 
concern about action research, or simply the nature of teaching itself?] 
1.4 [Honesty about one's own biases] 
One teacher noticed that observational notes aren't "as honest as they could be 
sometimes" because noticing one's own biases is "embarrassing really because I think, 
'That's a horrible thought,' .. .and I feel like, 'Oh, I don't want to feel like that.'" Another 
teacher explained that "Biases are usually not part of my data" (i.e., that's not what he was 
recording in his data). Yet another teacher expounded that they couldn't see how biases could 
NOT influence one's data... "I mean just.. .whatever you write down is a bias. You're kind 
of choosing what you write.. .And that's something that I struggle with, to pull yourself out, 
and not to set your own bias on whatever you're looking at..." Some discussion followed 
about the differences between biases and assumptions and the way each teacher was using 
these terms. 
After reviewing the original report (with its additional individual comments by 
teachers), Kent remarked that "the insights that the teachers claim in here, are ones that I saw 
them go through, like seeing their own biases, etc, etc. What I was impressed with in what I 
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read is that they were so candid about it to you, and they were candid about their limitations 
that they saw, their prejudices or biases that they saw, things like that." 
Putting this general issue more into the context of human nature, Kent explained, "It's 
very hard for people even to be honest with themselves, much less with others." Regarding 
this concern, he said, "It's wonderful and generous for that teacher to be open about that, 
because that's a fact. That's part of the human condition none of us like to look at." When 
queried about how he differentiates facts from opinions, he replied, 
Because that's - all of us have that, you see, all of us. We're in this room, right now, 
if I were to ask you to close your eyes and tell me everything you observed, I could 
show you things that you hadn't observed. It's because we all are very limited.. .in 
what we observe about anything. ... And it's limited by what we value. And [if] you 
like me, you will tend to give me the benefit of a doubt when I do something stupid, 
or see a good side to what I do. Whereas if someone dislikes me, they wouldn't give 
me the benefit of a doubt and they would see everything I do in a most negative way. 
That's just the human condition. [Interview, 9/5/02] 
This was well articulated, and helped me to better understand Kent's views as a whole. In 
many ways it begins to frame his notions of Ultimacy, which will be discussed more in 
Chapter 6, as a possible influence to the teachers' learning. (Do any of you have any 
particular views on this issue before I begin writing Chapter 6?) 
Methodological Note: Six concerns from the previous summary were removed from 
this report because only one participant ever mentioned them, so I relegated them to 
contextual references for the case. Four claims were removed because they were collapsed 
into overlapping "issues." 
Claims of Participants (about Teaching Practices, Facilitator. Students, and Action Research) 
[Claims = positive assertions regarding the benefits of the AR development program] 
Theme: Claims about Teaching Practices 
2.1 [Improving teaching practices; seeing patterns] 
One teacher said: 
I understand my teaching practices a lot better. [How do you know?] It makes me 
more attentive towards where my students are at, what their needs are. [How do you 
know?] I've been able to check my own practices, seeing how the students respond to 
certain stimuli that I might put in there in order to help them to get the best education 
that they feel they can get... [by my] looking for different patterns. ... It might not 
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even be on the research question that I'm specifically looking at, something that 
might relate down the road. Or, it might help me later on down the line to bring up 
new research questions.. .it's just about a way for me to remember more details. 
Not yet having heard this comment, another teacher also said, "My positive experience is 
that I've started to see some patterns with how my thinking effects the students." Another 
teacher had not seen this claim in practice, hypothesizing "only because I have a lot of 
things going on simultaneously" and linked it to the perceived need for "a quieter more 
relaxed pace..." in order to be able to take advantage of action research. 
Another participant responded that the need for a "quieter, more relaxed pace" was 
just not part of teaching and that perhaps this teacher needed to not take notes in class so 
much (but to do it afterwards). This participant further asserted that overall if action 
research is causing more time, care, and attention to interactions with a child, then maybe 
it is having positive effect on their teacher/student relationship. 
2.2 [AR may reveal how subtle things that a teacher says are meaningful] 
"It [AR] can change with the smallest thing, my mood that day, my energy that day..." or 
even the addition of one student could change this whole dynamic. "So, what does that say 
about perhaps my mood, or my observation, something really subtle? ...Very subtle 
things that I say are more meaningful to them [my students] than I realized." While 
another teacher agreed and provided an example, someone else indicated that it was too 
early to say and another teacher expressed that it was always the case that subtle things are 
more meaningful than realized but does not see that action research has necessarily 
brought attention to such matters. As a whole, though, it appeared that the teachers who 
were really putting an effort into their action research projects were the ones who tended to 
notice subtitles revealed. After reading this summary, one participant queried me about 
whether there is "any data to support this last, seemingly very important, statement," so I 
will incorporate "AR_effort" and "AR subtleties" as codes in my analysis of teachers' self 
descriptions during interviews to investigate any particular patterns related to these two 
variables. 
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Theme: Claims about Working with Kent 
2.3 [Facilitator provides an added perspective] 
"In speaking with [Kent], he sees things in my students that I don't see because I see 
them everyday..." Without having heard this response and without my probing about Kent, 
another teacher also said, "Working with [Kent], and doing that process of him helping me 
review the notes and just discussing it with him really helps because he's given me a lot of 
feedback and different activities that I can use which have been, that has really been helpful." 
Another teacher agreed and added, "Talking with [Kent] helps add a perspective, but I'm not 
going to say it's an unbiased perspective; [Kent] does have some biases and some things that 
he wants to see happen." One teacher also added, "He's helped me brainstorm some other 
questions from my notes in other parts of the study that would be beneficial, so he's helped 
give me some suggestions that might guide me to some certain pieces." 
Theme: Claims in "Connection to" Students 
2.4 [.Learning more about self in relation to students] 
"I've looked more closely at my connection to [a particular student] .. .and I've 
looked more closely at myself, and perhaps what it [a certain activity] meant for me as a 
child." The response to this was varied: whole-hearted agreement along with much more 
tentative agreement and elaboration. One teacher explained, "Well, I get to know the 
students' behavior patterns; I can see more about them, personally, but it's also developing a 
closer relationship because I understand that child a little bit more than I did before I did this 
research." Another commented, "I think just being with a student, you become closer. If 
you're going to BE with a student, you become closer with them, or well not necessarily 
closer to them.. .there's struggles between you, but you know them a little bit more, and they 
start to know you a little bit more. I think action research could do that, but there's also the 
element of just being together every day that does that too." For this teacher's action 
research, it was felt that "the activities that I've done haven't necessarily been what made us 
know each other more." Yet another teacher saw this claim in light of the teachers being 
required to do action research: "Yes and no. Some of its contrived, inflated, because it's an 
outside demand that makes it contrived." 
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2.5 [Understanding students: teacher progress check] 
"It also helps me understand my students, their actions a little bit more," explains one 
teacher. "It's been a good way for me to check my progress, where I'm lacking and what are 
actions I can go about in order to bring about a different style of learning for the students or 
whatever, to help [with] reaching the students more." Another teacher added, "It gives you a 
way of observing your own students, and how they're reacting to the interventions that 
you're making." Without hearing this, a third teacher also said, "I'm learning to just try to 
think about what is going to be the [students' response] ... from their age-appropriate 
standpoint; how do you think that they're going to react to whatever activity I place on 
them?" Another teacher added a caveat that, "A lot of times when I'm doing this research, 
they know that it's an intervention," and "sometimes I feel that they notice me taking the 
notes.. .1 try to tell them what I'm doing and stuff like that, and it's a beneficial thing for 
them." Still, the note-taking seems to effect students' behavior: "they try not to make it 
change it, but I think it does slightly change it at this point." 
Later, Kent disclaimed some of the teachers' claims with respect to learning more 
about the students as actually a "fundamental" misunderstanding about action research. "The 
research is not about the students. The research is about them [the teachers] and their 
teaching practice. ... They're collecting data on different things including the students, but 
they should always be collecting data on their own feelings and thoughts, etc, etc, and 
actions. But what they're researching is themselves; they're not researching the students." 
Kent further explained that "taking notes on the students is a way of understanding their 
teaching practice." 
Theme: Claims about Learning to Use Action Research 
2.6 [AR as a useful tool] 
"I think action research would be useful for anybody, even in public school, and I see 
it like a tool, like using your computer, or writing notes down, or checking out books. I just 
see it as helpful, like someone going into a job situation and being told how to run another 
machine." Other teachers commented on this issue as well, at various times, not necessarily 
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in the formal interviews. One teacher added a cautionary note, drawing from his memory of 
teacher training and materials by Krishnamurti that were discussed the previous September, 
"We talked about attitudes and getting stuck in a rut [with techniques]; something of 
Krishnaji stuck with me. I try not to be stuck in a rut using certain techniques that would 
close my eyes to other things...[so] I do have some hesitations toward it [action research] 
because it is a technique." 
2.7 [Internalizing the use of action research] 
Looking at the breakthroughs that he had seen in working with the teachers, Kent 
claimed that two of them had internalized the action research, "they've seen the simplicity of 
it, and they see how one can do it in a fairly natural, natural in the sense of being unstilted, 
way." Later, when asked about whether the rigor was coming from the teachers or from him, 
Kent replied that for these two teachers, it was from them because: 
They have been personally reflective about it. I think that they'd rather not do it, in 
that sense that everyone wants less to do, but they've gone that extra step of being 
courageous, being self-revealing, being self-reflective, which is actually much more 
than is necessary. Just take a look at the way that action research is (too often) done in 
mainstream schooling, it's all about curriculum processes. So, here, these people are 
looking at their own prejudices, they're looking at noticing the things they don't 
normally notice, questioning the relationship towards individual students, and all 
these kinds of things, which is going the extra mile. And that is a rigor that's coming 
from them. And I can prod it, I can do all kinds of things to encourage it, which I do 
do, but you can't make it happen. 
Another teacher expressed that, "I see it as a helpful tool when used for present-day 
concerns to the length in which the researcher or the teacher is comfortable with the data 
collected." As the case researcher, it seemed clear that this was one of the teachers who had 
not internalized the process. Indeed, it seemed to me that any data collected with which one 
was uncomfortable would be the most revealing for one's self-knowledge as well as perhaps 
for the research questions being investigated. Then, it occurred to me that one of the tasks of 
internalizing action research may be learning to be "comfortable" with information that is a 
bit uncomfortable, and paradoxically learning to be uncomfortable with information that is 
comfortable. Kent felt my comment was not necessarily about action research in particular 
but that "this could be extended to much learning." 
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Methodological Note: Three claims were removed from the original report due to 
only one person having mentioned them, two were collapsed into broader categories, and one 
was added in retrospect after reviewing all the data again. 
Issues of Participants 
(Issue = any assertion about which reasonable people may disagree) 
Theme: Question Formation Issues 
3.1 [Teachers being directed by Kent] 
One teacher pointed out that "there is a lot of pressure to feel like your question is 
going to please [Kent].. .That's what I sense, and that's what I feel with myself.... I don't 
know if other people feel that same way, but I think that's kind of what's going on..." [After 
hearing the example, I asked, "Do you think it's appropriate for Kent to be so direct and 
directive in saying what questions are appropriate or not?"] Response: 
Yeah, because he taught us action research, so we need to be led or I think it would be 
easy to lose what we're doing, the focus. So, I think that's fine. I like how [Kent's] 
guided me, because he's given me a lot of new ideas, but... I do try to make sure 
when I come into the meeting, I'm prepared, and I've done what we've talked about. 
Although only one teacher mentioned this formally in interviews, others subtly 
implied it elsewhere, though not framing it as "trying to please" so much as taking direction 
or guidance from Kent, particularly in the question-formation stage of research. 
Kent agreed that "there's a common wish to proceed to please the person who's 
perceived to be the boss." He claimed, "I don't need to be catered to, but it is important that 
they do their job correctly, [pause, sigh] And in a way, I'm the one who perceives whether or 
not they do their job correctly, but I give people a tremendous amount of leeway, 
tremendous." When probed about what he meant, he said, "I let them learn at their own pace 
about this, as I feel they have to with their students. I mean I could make a lot of criticism 
about different teachers in different ways. What's important is that they keep learning." This 
then led to further discussion about "a great deal of uncertainty in this job, because it's just a 
start-up school, and there's more insecurity because of that." 
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Theme: Holistic Education Issues 
3.2 [Staking out the 'holistic niche'] 
One teacher initially explained to me that all of the teachers and students in the school 
are new to holistic education, so "the challenge is trying to stake out what that holistic niche 
is." How teachers elaborated on what this meant was widely varied. Here are some initial 
phrases used to elaborate on this issue, which indicated teachers' notions surrounding holistic 
education: 
• [Different relationship to time; allowing more free time for learning to be natural] 
• [School not so unique, other holistic programs that run just as well, but it is a work 
in progress] 
• [Key issues: Student self-motivation and Ultimacy] 
• [Concerns about theory into practice] 
• [Ultimacy with no clear path for getting there] 
• [Wholism as integration, beyond the mind] 
• [Cannot be taught only caught, create an invitation for it] 
While it would be difficult to follow all of the teachers' understandings and 
development as they were learning about holistic education, in the following chapter I try to 
show Megan's story and what she learned about herself and holistic education as she 
developed skills with action research. More of what was learned by both Megan and Douglas 
unfolds in Chapter 6 as well. 
Theme: Issues Related to Student Characteristics 
3.3 [Perceived student choices versus requiring participation] 
"Students generally see their participation as voluntary, so sometimes the kind of data 
you get is like 'Well, I don't want do this.' ... and to write it all up (when that's the data you 
get) seems rather laborious." Another teacher didn't see this as relevant because the research 
question selected didn't lead to interventions that students didn't want to choose. Yet another 
agreed that this was a difficulty at the school, especially with some of the parents supporting 
the kids that they could just do whatever they want and elaborated on an example of 
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explaining to students that "this isn't a totally free school..." As for the impact of this on 
teacher development, "it is hard when every time you spend a whole weekend coming up 
with this lesson plan you think is going to be great, and the kids say, 'No, I'm not going to do 
it,' what can you do?" 
Later, another participant pointed out that this issue is actually simply an issue that 
gets at the nature of teaching itself, as teachers must learn to develop interventions, activities, 
and/or lesson plans that are engaging for students. [Follow-up question: How do you each see 
this issue now after almost two more terms have passed and after having reviewed these 
additional reflections?] 
3.4 [Concern about the impact of students ' ages on AR projects] 
One teacher felt that "With teenagers, the whole intervention is tricky because they 
always want to challenge your authority so to speak." Another teacher expressed particular 
concerns about doing AR while working with the younger students. A third teacher saw the 
ages of the student as being like any other student characteristic, so with respect to the 
research it's just "a natural part of it.. .1 think there's going to be issues, but I think the 
teachers should adapt their action research to the child..." 
Theme: Action Research Issues in General 
3.5 [the time factor] 
"Time is a factor. There are people who always want your time, so quiet reflection 
time is hard to come by, almost impossible." The unanimous response by all five teachers 
about this issue: Yes, they agreed. One teacher explained: 
It's taking a lot of time, with the ... write-ups [of notes]. I just tend to forget about it 
sometimes, and then it's not accurate the next day when I try to record it again, or, if I 
just don't have the time to do it right that minute. But it's just time consuming for me 
to write it down, although I can see it's a necessity. 
Another teacher expounded on this in the context of feeling the need to be able to take 
better notes, saying, "I don't know if I'm really getting a lot out of it because of the limited 
time to take notes... the time factor to really sit down and take the time to look over the 
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notes, and rewrite the notes, and so that's kind of a struggle for me, to find time to do that." It 
was also stated: 
Time is definitely a factor. I mean it is hard to find time for notes, but I try to take 
notes along with the activity as much as I can, and then as soon as possible right after 
that I try to fill in the rest of the notes that I remember. I don't like to wait.. .1 just feel 
like I wouldn't remember much at all the day after. 
One teacher also related this issue to events outside of the school: "Timing is pretty 
important, timing of the research that it doesn't conflict with other things, or take away the 
time from other activities, or energies, so it doesn't become one more thing on a long list..." 
Seeing that the teachers clearly felt this was an issue (and some noted it as a primary 
concern), I tried to be especially critical when speaking with Kent about it: 
Robin: Why would they be expected to take notes outside their working hours? 
Kent: Well, I mean, we've talked about that this, and I've given time to this in fact. 
We've cut out some of the morning meetings that we have, so that they can have time 
in the afternoon to do this. 
R: But, as I recall, one of the persons felt that they need that time for curriculum 
planning, because they don't have any time for curriculum planning. 
K: They have plenty of time. 
R: There seems to be a difference of opinion on that. 
K: Yeah. You see what there is, is a difference of opinion about what kind of time one 
gives to this job. 
R: Yeah. How many hours a week would you expect teachers to work? I mean when 
you combine research and teaching and curriculum planning? [Note: Here, I think I 
missed the cue about "kind of time" and followed my own agenda into questioning 
about the "amount" of time.] 
K: I would expect people to put in an hour or so a day on top of their class time 
[classes start at 9 a.m.], and they each have time off during the day. No one has 9 to 4 
contact time, so they have an hour off every day at least [between 9 and 4], 
As I had heard from other participants outside of this program that they felt Kent tended to 
downplay the time issue and that it really was time intensive, I pushed Kent yet a little further 
on this one. The outside action researcher whom I mentioned, he dismissed as taking a 
particularly "laborious" approach to her action research. Essentially, he saw time as being a 
non-issue, or at least not a negative aspect of action research, because it is simply an 
inevitable aspect of it. "Is it negative if you have children and it takes time? Is that a negative 
aspect of having children?" 
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This "time" issue resurfaced again in the form of concerns about "relationships" and 
"giving" as well as about teachers' commitments to teaching, which will be explored more in 
Chapter 6. 
3.6 [Cursory engagement of Action Research] 
"Two of the teachers have engaged in their action research in really just the most 
cursory ways, and this is for reasons that are personal to them." Nonetheless, in response to 
this, one of the things that Kent did during an August teacher development week was he 
basically told them, "I don't think action research is necessarily for everybody. And it's 
certainly not the only way that a teacher can develop their practice, but... I'd like to know 
exactly what people ARE doing to develop their teaching practice" (as paraphrased a few 
weeks later). This launched a day that he had planned in helping teachers learn to critique 
one another. 
I probed Kent about whether working with teachers who were not enthused about 
trying out action research might have exacerbated difficulties that teachers were already 
having (with holistic education). He claimed that it highlighted the difficulties, but that he did 
not let it exacerbate matters because he was not demanding with the teachers. As he 
explained, 
If they haven't done anything, I simply accept that, or if they've done something in a 
very mediocre way, or badly, I'll say, "Look, is that what you understand?" because I 
can work on their understanding. I can help clear up their understanding, but I simply 
won't be demanding. 
Methodological Note: 17 of the original 22 issues from the first report were removed 
for having only been mentioned by one participant; again, many of these became aspects of 
contextual descriptions used elsewhere in the final case report. One issue was also removed 
for being a "non-issue" - something obvious about which no one had a need to discuss. 
Claims, Concerns, Issues Related to Robin's Research 
4.1 Concern of question focus 
Initial questions seemed focused more on action research, rather than holistic 
education, and perhaps it is the intersection between the two that is most significant. 
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4.2 Claim of research as part of mission 
At least two participants (myself being one of them) agreed that this research could be 
considered part of Educaré's mission. As the other participant explained, 
because we need this stuff documented to avoid personalized idiosyncratic 
approaches to education. It's important to identify certain attitudes, and find a way of 
talking about these things ... to synthesize this and package it up for somebody else 
in a way that will be meaningful for them. ...You want to establish a record that 
enunciates some of these notions, approaches, or principles, to establish some things 
that will help others in approaching holistic education. [Interview, 4/25/02] 
4.3 Issue of tone/style 
There is a concern that in my writing (such as for agendas and summaries like this 
one), I sometimes use a more dry or dull tone (like minutes from a business meeting), in 
contrast to other writings (such as from journals) that are more enlivened with my feelings, 
"lyrical," seeming to contain "richer descriptions." How does my tone in reporting effect 
participants' responses? Does this drier voice/tone distract participants from reading and 
responding to reports, or does it help them to focus on the issues rather than the voice of the 
researcher? How might such differing tones effect the case readers (who are non-
participants)? 
4.5 Timing of Interviews and Follow-up 
As a methodological issue, some timing issues are important to note for the unfolding 
of this case. The only reason that a follow-up interview was not conducted with the program 
facilitator until September was due to scheduling problems between the Kent and me. (I was 
unable to complete the report and get participants' "okay" about it until July, Kent was out of 
town for the whole month of July, and then we were both busy with other pressing work 
tasks during the month August.) 
Unfortunately, these timing issues have a great deal of bearing on the case because I 
was unable to get this follow-up summary to participants and conduct follow-up interviews 
with teachers about this Agenda before the end of September, at which time three of the five 
teachers (two who had been taking part in the action research program) were unexpectedly 
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laid off by the Board of Directors. Given these peculiar circumstances, it now remains our 
responsibility (to the extent that you chose to help me in finishing this case) to take extra care 
in considering the perspectives of the other teachers in their absence. Although I could ask 
them to do interviews at this point, it does not seem ethical to me given the circumstances of 
their unemployment from Educaré Elementary. Although one former teacher (who arrived in 
May) has volunteered to be a "reader" after the case is finished, and I may ask one of the 
other former teachers as well, as this would add to the "internal validity" of the final report. 
4.4 Too much of quoting Kent? 
As the researcher, I am also concerned that I have had a tendency to use longer 
quotations by Kent than by the teachers. While this may be understandable because Kent has 
a way of giving greater context to the issues as well as speaking "in paragraphs" that are 
easily quotable, it nonetheless may curve the reporting to be biased toward Kent's 
perspectives. 
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APPENDIX D. QUESTIONS FOR TWO REMAINING TEACHERS 
Interview questions, developed 10/1/02 
1) (Emotional context) What are some of your attitudes and feelings going into the term, 
knowing now that [the school] will close in December? 
2) (Personal Development) In what ways do you feel that you've grown or changed as a 
result of having been part of this short-lived teaching experience? 
3) (Teacher Development) If [the school] had continued or if you continue with your own 
teaching apart from this school, what is the next area of focus that you see as important 
for your own development as a teacher? Why? 
4) (School Development) Given all that has happened now, what areas do you see as most 
significant for holistic educators during the initial phases of school development? Why? 
5) (Connections between) For our particular school, how do you see the school's 
development as having interacted with the teachers' development? 
